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 Drawing on basic psychological needs theory (BPNT; Deci & Ryan, 2000), the aim of 
this thesis was to investigate the influence WKDWSXSLOV¶DXWRQRP\FRPSHWHQFHDQGUHODWHGQHVV
may have upon their personal and academic functioning at school. The purpose was to 
provide new conceptual insights into BPNT within young adolescentV¶ schools and to identify 
practically viable interventions that could enhance educational practise. Specifically, this 
thesis addresses two methodological vacancies within BPNT research and two practically 
driven investigations.  
The first methodological consideration involved a person-centred examination that 
identified distinct pupil profiles based on differences in their psychological need satisfaction 
composition. Hierarchal cluster analysis revealed four distinct pupil groups. Pupils reporting 
the highest satisfaction across the three needs displayed the highest levels of well-being, 
autonomous motivation, teacher rated performance, and the least ill-being. These person-
centred findings emphasise the necessity for the satisfaction of all three psychological needs, 
as well as highlighting specific need deficits that some pupils may experience in classrooms. 
The second methodological consideration explored how the satisfaction of each 
psychological need may predict changes in school attainment patterns. Hierarchal growth 
modelling revealed that higher pupil competence satisfaction was a driving stimulus for 
temporal attainment increases across the school year, whereas higher pupil relatedness 
satisfaction buffered against the summer decay of school grades following the summer 
vacation. These findings offer unique insights into the dynamic nature of school attainment. 
 From a practical perspective, the thesis explored if the candid frustration of different 
psychological needs underpins active and passive types of classroom disengagement. 
Structural equation modelling demonstrated the frustration of pupil competence uniquely 
explained passive disengagement via reduced subjective vitality, whereas experiences of 
autonomy frustration underpinned both active and passive disengagement but not via 
subjective vitality. All three disengaging processes were found as a consequence of perceived 
psychologically controlling teaching. Finally, the thesis explored the feasibility of conducting 
a novel pupil-IRFXVHGLQWHUYHQWLRQWRHQKDQFHSXSLOV¶SHUFHSWXDODZDUHQHVVRIWKHLURZQ
psychological needs. Using a pupil completed diary-log as a methodology, a two week pilot 
and focus group discussion highlighted practical issues and recommendations for the 
potential implementation of a future intervention. These findings indicated that the diary-log 
may need to be in the form of an electronic application and would need to be combined with 
existing need supportive sessions.       
Overall, the thesis findings add to existing knowledge by indicating KRZSXSLOV¶
psychological needs may enhance or diminish their academic and psychological development 
at school. The findings allude to the interplay between the three needs within school contexts 
and provide insights into the unique role the different psychological needs may have on 
school attainment and disengagement. The findings also suggest there may be scope to 
advance existing teacher-focused BPNT interventions by helping pupils become more active 
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The early phase of secondary school represents a substantial time for young 
adolescentV¶psychological and academic growth (Riglin, Frederickson, Shelton, & Rice, 
2013). Pupils that thrive during these initial years will seemingly experience school in accord 
with sustained academic success, inquisitiveness, and sociability. On the other hand, 
secondary school can be a more aversive place for some pupils, signified by academic 
struggle, coercion, and isolation. In this latter case, such pupils may be suspect to prolonged 
displays of school disengagement, delinquent behaviour, poor social functioning and 
underachievement (Caraway, Tucker, Reinke, & Hall, 2003; Henry, Knight, & Thornberry, 
2012). Ultimately, these pupils can be at risk of µWXUQing RII¶IURPVFKRROat a time when their 
engagement may be of paramount importance (Roeser, Eccles, & Sameroff, 2000). Teachers 
may face a challenging task to inspire pupils during latter school years if these pupils have 
already disconnected from school in the preceding years (Li & Lerner, 2011). Understanding 
factors that XQGHUSLQSXSLOV¶academic and personal growth during early secondary school 
may be vital in guiding pupils towards a successful school journey (Roeser & Eccles, 1998).     
GDLQLQJLQVLJKWVLQWRWKHYDULDELOLW\RISXSLOV¶perceptual and psychological 
experiences at school may be essential in identifying underpinning reasons for their 
academic, behavioural, and personal functioning (Nicholls, 1984; Wang & Holcombe, 2010). 
This thesis adopts a perspective of basic psychological needs theory (BPNT; Ryan & Deci, 
2002) with the central aim of investigating WKHUROHWKDWSXSLOV¶EDVLFSV\FKRORJLFDOQHHGV
may play in enhancing or diminishing their academic and personal development. BPNT has 
been used as a theoretical framework tRH[SORUHLQGLYLGXDOV¶SHUVRQDO and behavioural 
functioning within the domains of physical education (e.g., Standage, Gillison, Ntoumanis, & 
Treasure, 2012), work (e.g., Ryan, Bernstein, & Brown, 2010), exercise (e.g., Vlachopoulos, 
Kaperoni, & Moustaka, 2011) and health-care (e.g., Kasser & Ryan, 1999). The current series 
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of studies attempt to address the application of BPNT within young adolescent schools and to 
provide potentially new insights into nurturing SXSLOV¶SV\FKRORJLFDOQHHGVDWVFKRRO 
Prior to reviewing the theoretical tents of BPNT, this opening chapter begins by 
providing a brief overview of the context and objectives of secondary school. This overview 
aims to offer a broader understanding of the context in which this research is positioned. 
Next, the psychological constructs of BPNT are reviewed to outline the potential 
methodological and practical gaps that the subsequent empirical chapters will directly 
explore. Finally, this chapter ends by outlining the various research chapters of the thesis and 
the specific objectives they intend to investigate.        
The Context and Objectives of Secondary School 
 The existence of different types of secondary schools in the United Kingdom, such as 
selective grammar schools, non-selective comprehensive schools and state-funded academies, 
means that these institutions operate under different structures (Department of Education, 
2016). Regardless of these institutional differences, all pupils are obligated to attend school 
and acquire the recommended literacy and numeracy grades. Indeed, the upholding of pupil 
academic performance (i.e. school grades) is given prominence within school policy agendas. 
Schools strive to ensure that as many pupils as possible achieve a grade C or above at GCSE 
level (i.e. standardly age 16), particularly in the core school subjects of English, Maths and 
Science (Department of Education, 2015). Higher school grades may be especially important 
during early school years to help engage pupils in subsequent school years (Poorthuis et al., 
2015). Thus, identifying psychological correlates that underpin school attainment may be 
invaluable in helping schools meet their attainment objectives.  
Beyond simply increasing academic attainment, school education also aspires to 
QXUWXUHSXSLOV¶SHUVRQDODJHQF\WRZDUGVWKHLUHGXFDWLRQso they can become thoughtful and 
proactive citizens that can benefit society (Department of Education, 2014). Schools are 
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required to facilitate \RXQJDGROHVFHQWV¶ personal and social development, whilst inspiring 
them to be motivated and engaged towards their own learning (e.g., Christenson, Reschly, & 
Wylie, 2012; Vallerand, Fortier, & Guay, 1997). With this in mind, however, pupil 
disengagement from school represents one of the most noticeable problems for teachers 
(Fredericks, 2014). It is often pupils that are seemingly detached and alienated from school 
that display signs of psychological ill-being, problem behaviours and school drop-out 
(Archambault, Janosz, Fallu & Pagani, 2009; Hascher & Hagenauer, 2010; Tam, Zhou & 
Harel-Fisch, 2012). Although schools strive for pupils to prosper academically and 
personally, overcoming school disengagement may be an equally essential objective 
(Skinner, Kindermann, & Furrer, 2009).  
It is apparent that the fundamental purpose of school can be complex and concerns a 
variety of academic, personal, and social aims. The series of studies within this thesis aims to 
explore how the psychological correlates of BPNT may underpin the positive outcomes of 
pupil well-being, motivation, and academic attainment, as well as more aversive outcomes of 
ill-being and school disengagement. By considering both adaptive and maladaptive outcomes, 
the present thesis aims to unearth further insights into why some pupils may flourish at 
school and why others may show more deleterious functioning. 
The Development of Self-Determination Theory 
Prior to reviewing in depth the theoretical components of BPNT, it is worth providing 
an overview of the conceptual background to which the theory is situated. BPNT is one of six 
mini-theories that sit within the theoretical framework of self-determination theory (SDT; 
Deci & Ryan, 2000). Specifically, SDT adopts a qualitative perspective towards human 
behaviour and motivation by considering the underlying motives and reasons that drive an 
LQGLYLGXDO¶VEHKDYLRXU (Deci & Ryan, 1991). Fundamental to SDT is its organismic dialectic 
nature, proposing that all individuals are active organisms that strive for growth and self-
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development through their interaction with the surrounding environment (Deci & Ryan, 
1991). In other words, all people have an innate tendency to intrinsically engage in activity 
for its own sake, develop their personal interests, seek challenges and interact with those 
around them. Yet the social context that a person is situated can nurture or deny this inherent 
tendency for growth depending on the extent it encourages intrinsic activity and harmonious 
interaction or promotes coercion and alienation (Deci & Ryan, 2000).  
 Cognitive evaluation theory (CET; Deci & Ryan, 1985a), the earliest mini-theory of 
SDT, specifically considers the role that the social context, such as external rewards and 
interpersonal controls, can have on intrinsic motivation. Intrinsic motivation refers to 
engaging in behaviours purely out of an inherent interest, love or enjoyment found in the 
activity itself (Deci & Ryan, 2000). Initial studies showed that monetary rewards (Deci, 
1971), and controlling rather than informational feedback (Ryan, 1982), reduced intrinsic 
motivation. Yet it is not the mere presence of external contingencies that is detrimental to 
intrinsic motivation but rather the extent that these contingencies become the underlying 
rHDVRQIRUDQLQGLYLGXDO¶VEHKDYLRXU 
 SDT recognises that not all activities are undertaken purely due to intrinsic interest or 
enjoyment, and could be driven by external reasons. This may be particularly prevalent 
within secondary schools given the compulsory and directive nature of the majority of school 
activities. Organismic integration theory (OIT; Deci & Ryan, 2000), the second mini-theory 
of SDT, specifies different forms of extrinsic motivation that differ in quality and the extent 
they are internalised. Specifically, OIT categorises motivation into autonomous, controlled or 
amotivated types which are positioned along a self-determined continuum (see Deci & Ryan, 
2000). Autonomous motivation represents behavioural regulation that emanates fURPRQH¶V
self and in accordance with personal values (Grolnick, Deci, & Ryan, 1997). Autonomous 
motivation can be separated into three distinct sub-types. The first sub-type is intrinsic 
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motivation which characterises behaviour that originates purely from oneself. Next, and 
further down the self-determined continuum, is integrated regulation. Here, participation 
may not be purely intrinsic but school activities will be integrated with one¶V personal values 
and fully assimilated with their sense of self, such as viewing school activities as integral to 
personal and lifelong development. Third is identified regulation, whereby pupils will 
understand and identify with the value of school activities and therefore their participation 
will emanate from themselves albeit to a lesser degree than integrated regulation. For 
example, pupils may not intrinsically enjoy learning about equations yet may identify with 
the value of equations for their maths lessons.  
In contrast to autonomous motivation, controlled motivation reflects behavioural 
regulation that is not self-endorsed but hinges on pressure or external contingencies (Deci & 
Ryan, 2000). One form of controlled motivation is introjected regulation, whereby behaviour 
is driven by internal pressure relating to ego-enhancements and proving self-worth, or 
avoiding feelings of guilt and shame. These pupils may only do classwork to show others 
how good they are or to avoid internal feelings of guilt if they fail to complete the work. 
Alternatively, the least self-determined form of motivation is external regulation which 
LQGLFDWHVQRLQWHUQDOLVDWLRQDWDOO7KHVHSXSLOV¶SDUWLFLSDWLRQat school will be completely 
controlled by an external demand or contingency, such as gaining a reward or praise, or 
avoiding punishment. At the end of the continuum, and contrary to both autonomous and 
controlled motivation, is amotivation. Amotivated pupils will lack any intention to behave 
and consider their behaviour to be futile in achieving a desired outcome (Deci & Ryan, 
2000).  
Empirically, autonomous motivation has been shown to be the optimal type of pupil 
motivation which is fundamental for adaptive cognitions, affections and behaviours. 
Autonomously motivated pupils will typically display higher effort, concentration, well-
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being, effective study strategies and academic achievement (e.g., Kusurkar, Ten Cate, Vos, 
Westers, & Croiset, 2012; Standage, Duda, & Ntoumanis, 2005; Taylor, Ntoumanis, 
Standage, & Spray, 2010). Conversely, the adoption of controlled motivation has been 
associated with more deleterious pupil outcomes such as lower school engagement, academic 
adjustment, school performance and higher cheating behaviours (e.g., Guay et al., 2010; 
Vansteenkiste et al., 2010). Even worse, pupil reports of amotivation have been associated 
with higher school drop-out and poor academic performance (Leroy & Bressoux, 2016; 
Vallerand et al., 1997). Thus, SDT proposes it is autonomous pupil motivation that is pivotal 
in enhancing their cognitive, behavioural and academic development (Ryan & Niemiec, 
2009).    
A third mini-theory of SDT, causality orientations theory (COT; Deci & Ryan, 
1985b), proposes that individuals may orient differently towards the same social context 
depending on their unconscious motivational disposition. For instance, pupils with a high 
autonomous orientation may tend to act in accord with their own interests, interpret external 
factors as informational and regulate their behaviour autonomously. In contrast, those with a 
dominant controlled orientation may tend to view external events as pressurising, focus on 
rewards or approval, and subsequently regulate their behaviour in a controlled manner. 
Finally, pupils with a high impersonal orientation may perceive their behaviour as out of 
their control and be prone to feelings of helplessness and passivity which are similar to that of 
amotivation. Studies have shown that helping individuals activate an autonomous orientation 
resulted in them reporting higher enjoyment, becoming less defensive, exerting more effort, 
and performing better on a given task (Hodgins, Yacko, & Gottlieb, 2006; Levesque & 
Pelletier, 2003; Radel, Sarrazin, & Pelletier, 2009).  
Further developments in SDT, namely goal content theory (GCT; see Vansteenkiste, 
Niemiec, & Soenens, 2010), also consider the role that intrinsic and extrinsic goals may have 
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on DSHUVRQ¶VPRWLYDWLRQDQGSHUFHSWLRQVRIWKHVRFLDOFRQWH[WIntrinsic strivings for personal 
development, health and meaningful relationships have been found to lead to greater well-
being, whereas extrinsic strivings for wealth and reputation have been associated with higher 
ill-being (Kasser & Ryan, 1996). Distinct from motivation types, both intrinsic and extrinsic 
goals can be pursued for either autonomous or controlled reasons. For example, a pupil may 
strive to improve academically (i.e. intrinsic goal) either because they personally value 
schoolwork (i.e. autonomous motivation) or because they would feel guilty and ashamed if 
they did not (i.e. controlled motivation). Although goal content is valuable to consider, 
certain goals may hold different value depending on the context, and thus the underlying 
motivation for any goal may be particularly important in understanding any subsequent well-
being or academic outcomes (Soenens, Berzonsky, Dunkel, Papini, & Vansteenkiste, 2011; 
Vansteenkiste, Lens, Elliot, Soenens, & Mouratidis, 2014).   
Basic Psychological Needs Theory 
BPNT sits at the heart of all the aforementioned mini-theories, positioning the 
fulfilment of the three innate psychological needs of autonomy, competence, and relatedness 
as essential for producing autonomous motivation, as well as optimal personal and 
psychological growth (Ryan & Deci, 2002). For instance, engrained within CET, was the 
notion that intrinsic motivation would be fostered when the needs of autonomy and 
competence were satisfied (Deci & Ryan, 2000). The need for autonomy refers to the degree 
to which an individual experiences volition and responsibility for their own behaviour, in 
accordance with their personal values and interests (deCharms, 1968). Pupils that feel they 
can freely be themselves and view school activities to be relevant with their personal values 
are likely to experience autonomy satisfaction at school. The need for competence relates to 
LQGLYLGXDOV¶experience of effectiveness in their pursuits and ongoing interactions with the 
social context (White, 1959). Pupils that feel they are capable of completing prescribed work 
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and being successful at school will likely experience competence satisfaction at school. The 
experience of relatedness was later considered as an essential psychological experience 
referring to the need to form close, trusting interpersonal relationships and feel connected 
with others (Baumeister & Leary, 1995). Pupils that perceive emotionally supportive bonds 
with teachers (e.g., Davidson, Guest, & Welsh, 2010) and peers (e.g., Furrer & Skinner, 
2003) will likely experience relatedness satisfaction at school.  
The satisfaction of these three needs represent the conjoining mechanism between 
RQHV¶JRDOVPRWLYDWLRQDQGVXEVHTXHQWEHKDYLRXU)RUH[DPSOHWKHDGRSWLRQRILntrinsic 
goals (e.g. for personal development) are more conducive to psychological need satisfaction 
compared to external strivings (e.g. for wealth) which may not, or only partly, satisfy these 
three needs (Vansteenkiste, Soenens, & Duriez, 2008). Subsequently, individuals are more 
likely to autonomously regulate their behaviour when they experience psychological need 
satisfaction. Relationship motivation theory (RMT; Deci & Ryan, 2014), the sixth and most 
recent SDT sub-theory, further specifies that the mutual satisfaction and support of 
relatedness, as well autonomy and competence, is essential for the development of high-
quality relationships. It is only when both parties are autonomously engaged in the 
relationship and VXSSRUWHDFKRWKHU¶VSV\FKRORJLFDOQHHGVZLOOWKHy each feel truly valued and 
supported. This is particularly important to develop in contexts where there may be an 
obvious position of authority, such as the teacher ± pupil relationship (Deci & Ryan, 2014).
 Following the organismic dialectic framework, BPNT specifies it is a natural human 
tendency to seek contexts in which these psychological needs are satisfied (Sheldon & Gunz, 
2009). In other words, the H[SHULHQFHRIHDFKSV\FKRORJLFDOQHHGGHULYHVIURPSXSLOV¶
perceptions that their needs are supported or thwarted within the confines of a specific 
context. It is not the context itself that formulates this experience but rather the psychological 




behavioural and motivational regulation (Deci, Ryan & Williams, 1996). In a practical sense, 
SXSLOV¶SV\FKRORJLFDOH[SHULHQFHVFDQEHSUREOHPDWLFIRUHGXFDWRUVWRFRQFHSWXDOLVHDVWKH\
cannot be necessarily thought of as tangible, nor can these experiences be saliently observed 
(Reeve, 2002). Yet, a greater understanding and awareness of pupiOV¶SHUFHSWLRQVDWVFKRRO
may yield valuable insights for educators to develop teaching practise that fosters adaptive 
pupil behaviour, feelings, and academic progression (Deci, 2009).  
A large volume of cross-sectional evidence has demonstrated positive associations 
EHWZHHQSXSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQDQGtheir autonomous motivation (e.g., Chen, 
2014; Standage et al., 2005), well-being (e.g., Taylor & Lonsdale, 2010; Saeki & Quirk, 
2015) and school engagement (e.g., Raufelder, Regner, Drury & Eid, 2015; Wilson et al., 
2012). These adaptive associations have also been illustrated longitudinally in regards to 
higher pupil well-being (e.g., Tian, Chen, & Huebner, 2014; Véronneau, Koestner & Abela, 
2005), help-seeking strategies (Marchand & Skinner, 2007), and autonomous motivation 
(e.g., Cox, Smith, & Williams, 2008). Furthermore, the positive outcomes of psychological 
need satisfaction have been shown simultaneously as individual differences and within-
person changes (e.g., Taylor et al., 2010) and universally across different cultures (Chen et 
al., 2015). In accord with this evidence, SXSLOV¶psychological need satisfaction seems to 
represent a valuable resource for educators to tap in order to promote pupil well-being, 
motivation and adaptive school behaviour (Niemiec & Ryan, 2009).           
In contrast to pupil motivation, well-being and behaviour, the interplay between 
psychological needs and school performance has been much more inconsistent and unclear. 
3XSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQ has been associated with higher school grades when 
all three needs were combined into a composite variable (e.g., Badri, Amani-Saribaglou, 
Ahrari, Jahadi, & Mahmoudi, 2014). Yet differences have emerged when each psychological 
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need has been considered separately in relation to school grades. For instance, .RUHDQSXSLOV¶
competence satisfaction was consistently associated with higher school grades across three 
separate studies (studies 2, 3 and 4; Jang, Reeve, Ryan, & Kim, 2009). These associations are 
similar to prior cross-sectional findings which also associated perceived competence with 
both pupil self-reported performance (Hardre & Reeve, 2003) and official school grades 
(Miserandino, 1996). In contrast to competence, Jang et al. (2009) found that autonomy 
satisfaction showed positive links with school grades in only one of the three studies, while 
relatedness satisfaction had no association in any study. These findings differ to longitudinal 
evidence that found autonomy satisfaction predicted higher school grades over a school 
semester, albeit indirectly as a consequence of higher school engagement (Jang, Kim & 
Reeve, 2012), and negatively predicted school grades in a subsequent school year (Isakson & 
Jarvis, 1999). Perceived relatedness satisfaction and emotional support have also been shown 
to facilitate school achievement in future years (Furrer & Skinner, 2003; Song, Bong, Lee, & 
Kim, 2015). Deducing from this evidence, the relationship between each psychological need 
and school attainment may vary over time. Thus, further clarity of these relationships may be 
provided by longitudinal investigation. 
 Although researchers have examined how school performance may be temporally 
influenced by autonomous motivation (e.g., Alivernini & Lucidi, 2011), emotional 
functioning (e.g., Riglin et al., 2013) and teacher support (e.g., Fall & Roberts, 2012), there 
appears to be a vacancy for longitudinal exploration of all three psychological needs with 
school grades. Previous BPNT longitudinal studies have predominately included outcomes of 
well-being (e.g., Tian et al., 2014; Veronneau et al., 2005), adaptive academic behaviour 
(e.g., Marchand & Skinner, 2007; Taylor et al., 2010) or school engagement (e.g., 
Opdenakker & Minnaert, 2014; Yu, Li, & Zhang, 2015). Conversely, longitudinal BPNT 
studies that have considered school attainment mostly only focus on one need (e.g., Furrer & 
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Skinner, 2003) or only cover a school semester (e.g., Jang et al., 2009; 2012). One recent 
exception found that stable or increasing experiences of high psychological need satisfaction, 
particularly in competence, predicted higher future academic adjustment over multiple school 
years which included higher school grades (Ratelle & Duchesne, 2014). The present thesis 
attempts to extend this existing knowledge by examining how SXSLOV¶experiences of each 
psychological need may explain attainment patterns over different school years.  
Delving further into BPNT propositions, more deleterious and darker aspects of pupil 
functioning at school are posited to ensue when pupils perceive their psychological needs to 
be dissatisfied, or worse, actively frustrated (Ryan & Deci, 2000; Vansteenkiste & Ryan, 
2013). In particular, psychological need frustration has been differentiated as a more 
maladaptive concept than that of need dissatisfaction (i.e. a lack of need satisfaction; 
Bartholomew, Ntoumanis, Ryan, Bosch, & Thøgersen-Ntoumani, 2011; Haerens, Aelterman, 
Vansteenkiste, Soenens & Van Petegem, 2015). Pupils low in psychological need satisfaction 
may not experience the same harmful outcomes as pupils that perceive their needs to be 
actively frustrated. For example, pupils may experience low autonomy satisfaction because 
they cannot behave with full volition due to prescribed school rules or may not see the 
relevance of certain school activities. Yet the outcomes of these experiences may be less 
harmful compared to pupils experiencing autonomy frustration, whereby they feel actively 
forced or pressured to do activities against their will. Similarly, pupils may experience low 
competence satisfaction when they feel unable to do school work but this may not be as 
harmful as feeling like a failure at school if their competence is actively frustrated. Low 
relatedness satisfaction may result from pupils feeling unsupported by teachers and peers but 
this is not equal to feeling actively isolated and secluded at school which is signified by 
relatedness frustration (Haerens, Vansteenkiste, Aelterman, & Van den Berghe, 2016).  
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7KHIUXVWUDWLRQRISXSLOV¶SV\FKRlogical needs is posited to provoke defensive and 
compensatory behaviours such as passivity, alienation, misbehaviour, resistance, and 
defiance (Vansteenkiste & Ryan, 2013). Empirical evidence has shown the frustration of 
psychological needs to be associated with outcomes of ill-being, amotivation, and 
maladaptive interpersonal functioning (Bartholomew, Ntoumanis, Cuevas, & Lonsdale, 2014; 
Costa, Ntoumanis, & Bartholomew, 2015; Gunnell, Crocker, Wilson, Mack, & Zumbo, 
2013). From a behavioural perspective, need frustration has also been linked with pupil 
bullying (Hein, Koka, Hagger, 2015) and school disengagement (Jang, Kim, & Reeve, 2016). 
,QERWKWKHVHFDVHVSXSLOV¶QHHGIUXVWUDWLRQRFFXUUHGDVDUHVXOWRISHUFHLYLQJtheir teacher to 
be psychologically controlling (Vansteenkiste & Ryan, 2013). Psychologically controlling 
teachers will adopt a teacher-centred agenda and attempt to direct, manipulate or pressure 
pupils using external sources to motivate pupil behaviour (e.g. deadlines, incentives, threats 
of punishment, criticism; Reeve, 2009; Reeve & Jang, 2006). In its own right, teacher 
psychological control has been associated with school disengagement (Assor, Kaplan, Kanat-
Maymon, & Roth, 2005), a lack of motivation (De Mayer et al., 2014), and oppositional 
defiance (Haerens et al., 2015). In view of this evidence, examinations of maladaptive pupil 
behaviour and school disengagement may be better understood by measurements of pupil 
perceived psychological need frustration and teacher psychological control.  
Disengaged pupil behaviour at school can come in many different forms. Behaviours 
associated with passivity (Murdock, 1999; Paulsen & Bru, 2008), burnout (Wang, Chow, 
Hofkens, & Salmela-Aro, 2015), defiance (Van Petegem, Vansteenkiste, Soenens, Beyers & 
Aelterman, 2015), and disruption (Sun & Shek, 2012) all constitute school disengagement yet 
vary in their characteristics. Although research has differentiated between cognitive, 
emotional and behavioural disengagement (Jang et al., 2016), few studies have explored the 
psychological correlates of different disengaged pupil behaviours. Furthermore, BPNT 
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studies exploring psychological need frustration have predominately combined the three 
psychological needs into a composite variable (e.g., Haerens et al., 2015; Hein et al., 2015). 
The present thesis aims to build on this work by specifically exploring if the frustration of 
distinct psychological needs may uniquely explain different types of pupil disengagement.    
To summarise, the present thesis aims to extend knowledge of how the satisfaction 
DQGIUXVWUDWLRQRISXSLOV¶EDVLFSV\FKRORJLFDOQHHGVPD\H[SODLQWKHLUFODVVURRPIXQFWLRQLQJ
school attainment patterns and different types of school disengagement. The current series of 
studies attempts to address two methodological and two practical gaps which are discussed in 
more detail in the following sections. These studies are designed to help build on existing 
theoretical knowledge of BPNT as well as offer practical recommendations for the support of 
SXSLOV¶ psychological need satisfaction at school.    
Methodological Gaps 
 This next section identifies and reviews two methodological gaps within BPNT 
school-based research which this thesis will address.  
A Person-centred Methodology   
The three psychological needs are conceptually different from one another and 
possess distinct characteristics, yet Deci and Ryan (2000) have alluded to a degree of synergy 
between each need. Researchers have indicated that optimal personal well-being will occur 
when a person experiences a balanced satisfaction across all three needs, not just satisfaction 
of an isolated need (Sheldon & Niemiec, 2006). One perspective of looking at human 
functioning is that individuals behave as a consequence of the interaction between numerous 
psychological influences (Bergman & Magnusson, 1997; Scholte, van Aken, 2001). Rather 
than a traditional variable-centred approach, adopting a person-centred methodology to 
psychological need satisfaction would consider the individual pupil as a whole rather than in 
regards to individual BPNT variables. Prior person-centred methodologies have been 
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conducted in regards to SDT distinctions of motivation (e.g., Ratelle, Guay, Vallerand, 
Larose, & Senecal, 2007; Vansteenkiste, Sierens, Soenens, Luyckx, & Lens, 2009). These 
studies revealed specific patterns of pupil motivation, illustrating that groups higher in 
autonomous, rather than controlled, motivation reported more adaptive academic and 
psychological outcomes. Following the theoretical tenets of BPNT (Ryan & Deci, 2002), 
psychological need satisfaction represents the mechanism for autonomous motivation to 
develop (e.g., see Haerens et al, 2015; Ntoumanis, 2005). Yet, no research to date has 
clustered pupils based upon their psychological needs.  
A particular strength of a person-centred BPNT assessment is that it will bring the 
pattern and interplay between the three needs into focus (Bergman & Andersson, 2010). 
School classrooms embody settings that are compulsory and directive in nature, involving 
salient performance assessments and regular social interaction. Pupils that experience 
satisfaction across all three needs should display more optimal personal, social and academic 
functioning (Sheldon & Niemiec, 2006). With this said, pupils may experience specific 
deficits in particular needs within school classrooms. For instance, a pupil may feel 
particularly competent at classwork but feel forced to do classwork (i.e. a lack of autonomy) 
and feel relatively unsupported in class (i.e. a lack of relatedness). It seems unlikely that pupil 
groups reporting deficits in one or more psychological needs will display the most adaptive 
psychological and academic outcomes. Clustering pupils based on differences in their 
psychological need composition, and exploring the associated outcomes, may unearth 
valuable practical knowledge into different sub-groups of pupils that may exist within school 
classrooms. Such knowledge may also help guide future teaching practise for specific pupil 
groups.   
This approach was used within Chapter 2 to assess how distinct pupil psychological 
need profiles may differ in the outcomes of well-being, ill-being, motivation and teacher-
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rated performance. The concepts of well-being and ill-being are considered diametrically 
distinct from each other, rather than simply opposing one another, and thus require individual 
assessment (Ryan & Deci, 2001). For example, pupils experiencing a lack of well-being and 
vital functioning (e.g., positive affect and subjective vitality) may not equate to experiencing 
severe aspects of ill-being (e.g., negative affect, and stress). Previous findings have shown 
higher psychological need satisfaction to be positively associated with SXSLOV¶subjective 
vitality, emotional functioning and higher quality of life (e.g., Saeki & Quirk, 2015; Standage 
et al., 2012; Taylor & Lonsdale, 2010). Examining group differences in both well- and ill-
being may identify specific pupil groups that are at a higher risk of psychological ill-health 
compared to profiles that may experience higher well-being at school.    
 In regards to pupil motivation, previous findings have shown that introjected 
regulation can be distinguished into introjected approach (i.e. to fulfil a sense of self-worth) 
and introjected avoidance (i.e. to minimise low self-worth by evading guilt and shame) 
distinctions (Assor, Vansteenkiste & Kaplan, 2009). Introjected avoidance regulation was 
found to be less autonomous compared to introjected approach, and subsequently predicted 
lower pupil well-being (Assor et al., 2009). Yet, identified regulation (i.e. autonomous) was 
still found to be the superior motivation showing much stronger associations with pupil well-
being and school engagement than introjected approach motivation. Despite this evidence, no 
research to date has explored if the approach-avoidance distinction also extends to external 
regulation. This may be relevant within schools as externally regulated pupils may be driven 
to avoid negative consequences of punishments and detention, or driven to achieve desired 
consequences such as teacher praise or tangible rewards for good schoolwork. The person-
centred approach in Chapter 2 attempts to incorporate this distinction by examining 
differences in school motivation consisting of identified regulation along with approach and 
avoidance types of introjected and external regulation.     
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Conceptualisation of Change in Academic Attainment 
The second methodological gap relates to the necessity for longitudinal investigation 
of the association between each psychological need and school attainment. An important 
FRQVLGHUDWLRQLVWKDWSXSLOV¶DFDGHPLFDWWDLQPHQWLVG\QDPLFUDWKHUWKDQVWDWLF7KDWLV
SXSLOV¶VFKRROJUDGHVwill show variation across time rather than remain consistently the 
same. Indeed, annual fluctuations in school grades have been evidenced with increases over 
the school year but decreases over transition into a new school year (Barkoukis, Taylor, 
Chanal, & Ntoumanis, 2014). These increases in school attainment were found to be driven 
E\SXSLOV¶DXWRQRPRXVPRWLYation at school. Indications of academic growth and pupil 
development may be exposed by investigating patterns of change in their school attainment. 
Despite the importance of increasing pupil attainment, few studies have explored how 
psychological need satisfaction may influence change in grades over school years. This may 
be particularly valuable during young adolescent schooling, when pupils also experience 
biological and psychological developmental changes (see Steinberg, 2005; Wigfield, Byrnes, 
& Eccles, 2006). Such an investigation may provide useful insights for educators in 
IDFLOLWDWLQJSXSLOV¶DFDGHPLFGHYHORSPHQWWKURXJKRXWWKHLUWLPHDWVFKRRO 
Previous attainment fluctuations (e.g., Barkoukis, Taylor, Chanal, & Ntoumanis, 
2014) have exemplified the well-established summer decay of school grades (e.g., Alexander, 
Entwistle, & Olson, 2001; Cooper, Nye, Charlton, Lindsay & Greathouse, 1996). That is, 
school grades typically show a VHDVRQDOGHFOLQHIROORZLQJSXSLOV¶VXPPHUYDFDWLRQDZD\
from school. Previous research has suggested this summer decay may accentuate differences 
in high and low school achievers (Rambo-Hernandez & McCoach, 2015), and pupils from 
different socio-economic backgrounds (Alexander, Entwisle, & Olson, 2007). Given its 
existence, it seems necessary to account for this summer decay when investigating attainment 
patterns across school years. It is unknown how, if at all, the satisfaction of each 
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psychological need may buffer against this summer decay of school grades. Deducing from 
previous evidence (Gillison, Standage, & Skevington, 2008), WKHVDWLVIDFWLRQRISXSLOV¶
autonomy and relatedness were found particularly important for their quality of life during 
the transition between primary and secondary school. Additionally, relatedness satisfaction at 
school has been shown to have protective qualities against negative family relations at home 
(Loukas, Roalson, & Herrera, 2010). It may be that autonomy and relatedness satisfaction at 
VFKRROSURYLGHDEHQHILFLDOUHVRXUFHIRUSXSLOV¶DFDdemic development when they face a 
layoff from school. The research in Chapter 3 of this thesis may help fill this void in 
knowledge by examining how differences in the satisfaction of each psychological may 
predict temporal change and the summer decay of pupil grades across two school years. 
Practical Gaps 
In this next section, two practical gaps are outlined and discussed which this thesis 
will attempt to address. Although the theoretical concepts of BPNT are heavily integrated in 
both cases, they have been outlined as practical gaps as they may have substantial practical 
implications for educators and school institutions.   
Different Types of School Disengagement 
The first practically driven consideration of this research is to identify different forms 
of pupil disengagement and investigate the potential psychological correlates of such 
maladaptive behaviour. Disengagement has emerged as conceptually distinct from 
engagement and is worthy of examination in its own right. For instance, behavioural and 
emotional aspects of engagement (i.e. enthusiastic involvement) are viewed distinctive from 
behavioural and emotional aspects of disaffection (i.e. apathetic or frustrated withdrawal; e.g. 




agentic disengagement (i.e. a submissive acceptance of the learning environment, regardless 
if experienced negatively; Reeve & Tseng, 2011; Reeve, 2013).  
In its broadest sense, disengaged behaviour UHIHUVWRSXSLOV¶GHWDFKPHQWDQG
disconnection from academic and social activities at school (Appleton, Christenson, & 
Furlong, 2008). Moving beyond this generic interpretation, however, disengaged and 
irrelevant classroom behaviour can manifest in a variety ways. Specifically, maladaptive 
reactions in classrooms may portray an active type of disengagement or a passive type. 
Active GLVHQJDJHPHQWUHIHUVWRSXSLOV¶GLVFRQQHFWLQJWKHPVHOYHVIURPFODVVURRPDFWivities in 
an animated and reactive manner, such as disrupting the class, talking over or arguing with 
others, and disobeying the teacher (Way, 2011). These behaviours are analogue with the 
concept of oppositional defiance and disruption (Van Petegem et al., 2015; Sun & Shek, 
2012). This reactive and rebellious type of maladaptive behaviour represents a more overt 
form of disengagement that is non-compliant and off-task in nature. In contrast, passive 
disengagement signifies a more subtle and inactive withdrawal in classrooms. Such passivity 
will be displayed by lethargy and daydreaming with pupils becoming unresponsive to 
interpersonal interaction and avoiding difficult tasks. In spite of the clear existence of both 
active and passive types of disengagement, no research to date has explicitly explored the 
potential psychological mechanisms that may underpin each.  
Extrapolating from the concept of learned helplessness (Abramson, Seligman, & 
7HDVGDOHLWPD\EHWKDWWKHIUXVWUDWLRQRISXSLOV¶FRPSHWHQFe underpins a passive 
disengaging response. Pupils perceiving low ability beliefs reported higher passivity (Patrick, 
Skinner, & Connell, 1993) and amotivation at school (Legault, Green-Demers, & Pelletier, 
2006). MHDVXULQJSXSLOV¶H[SHULHQFHVRIFRPSHWHQFe frustration may be indicative of passive 
disengagement in the classroom. Conversely, evidence within the parenting domain has 
indicated that more delinquent and reactive behaviours are associated with the obstruction of 
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FKLOGUHQ¶V autonomy (Joussemet, et al., 2008). Concordant with existing literature on defiance 
and reactance (Koestner & Losier, 1996; Pavey & Sparks, 2009), it may be that pupils are 
inclined to actively reject authority if they feel coerced to do things against their will. Thus, 
pupilV¶H[SHULHQFHRIDXWRQRP\IUXVWUDWLRQmay underpin active disengagement in 
classrooms.  
It may be that the frustration of pupil autonomy and competence initiate different 
disengaging responses. In accord with the origins of SDT, the candid needs of autonomy and 
competence are posited as the integral properties of intrinsically motivated behaviour (Deci & 
Ryan, 2000; also see Vansteenkiste, Niemiec & Soenens, 2010). Thus when frustrated, these 
two needs may represent the central drivers of disengaged behaviour. Building on previous 
work on teacher psychological control and psychological need frustration (e.g., Haerens et 
al., 2015; Jang et al., 2016), disentangling the frustration of these two psychological needs 
may explain distinct mechanisms underpinning active and passive forms of school 
disengagement. From an applied perspective, identifying distinct mechanism of different 
disengaged behaviours may be valuable for educators in reducing pupil detachment within 
classrooms. This was the primary objective of research in Chapter 4 of this thesis.   
To summarise to this point, two methodological gaps and one practical consideration 
KDYHEHHQH[SORUHGLQUHODWLRQWRSXSLOV¶SVychological needs. From a methodological 
perspective, new conceptual insights may be uncovered by profiling pupils based on their 
psychological need satisfaction as well as exploring how psychological need satisfaction may 
predict temporal changes in school attainment. From a practical perspective, the thesis 
attempts to extend knowledge of the darker side of pupil functioning by investigating if the 
frustration of SXSLOV¶FRPSHWHQFHDQGDXWRQRP\XQGHUSLQGLVWLQFWDFWLYHDQGSDVVLYH
disengaging responses. In addition to these considerations, however, investigation of how to 
best nurture pupil psychological need satisfaction may be of substantive value for schools. In 
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the next section, existing interventions that aim WRVXSSRUWSXSLOV¶SV\FKRORJLFDOQHHGVDUH
reviewed and critiqued to inform potentially new methods of fostering pupil psychological 
need satisfaction. 
Fostering Psychological Need Satisfaction   
Given the importance of psychological needs IRUSXSLOV¶RSWLPDOVFKRRODQGSHUVRQDO
functioning (Niemiec & Ryan, 2009), empirically supported recommendations have been 
formulated as to how teDFKHUVFDQVXSSRUWUDWKHUWKDQWKZDUWSXSLOV¶SV\FKRORJLFDOQHHGV
(e.g., Reeve & Jang, 2006). One such method is through the teaching strategies of autonomy 
support. Autonomy support accentuates a tone of understanding towards the pupil perspective 
by identifying ZLWKSXSLOV¶SHUVRQDOJRDOVRIIHUing choice, and providing rationales for 
activities (e.g., Assor, Kaplan & Roth, 2002; Reeve, 2015). Alternatively, teaching strategies 
of structure foster competence satisfaction by providing clear instructions to pupils regarding 
teacher expectations, how to achieve desired classroom outcomes, and consequences for their 
behaviour (Hospel & Galand, 2016; Wang & Eccles, 2013). Third, strategies of interpersonal 
involvement are proposed to foster relatedness satisfaction by offering pupils emotional 
support in a warm and friendly manner, whilst also actively considering their feelings and 
opinions (Connell & Wellborn, 1991; Skinner & Belmont, 1993).  
Correlational (e.g., Gillet, Vallerand & Lafreniere, 2012; Taylor & Ntoumanis, 2007) 
and observational (e.g., Jang, Reeve & Deci, 2010; Van den Berghe et al., 2013) findings 
have associated pupil perceptions of these need supportive strategies with higher need 
satisfaction, autonomous motivation and school engagement. Consequently, a growing body 
of experimental BPNT based interventions have been designed to increase the support of 
SXSLOV¶psychological needs. For instance, a meta-analysis reviewed 19 interventions that 
trained a social agent (e.g. teachers, parents or medical practitioners) to become more 
autonomy supportive (Su & Reeve, 2011). Specifically within education, these reviewed 
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interventions included pre-service teachers (Reeve, 1998) and secondary school teachers 
(Reeve, Jang, Carrell, Jeon, & Barch, 2004; Tessier, Sarrazin & Ntoumanis, 2008; 2010). 
This meta-analysis revealed that teachers could be trained to display more autonomy 
supportive strategies following an intervention, resulting in learners reporting positive 
motivational and academic outcomes.  
In a practical sense, need supportive teaching can present a challenge for many 
educators to conceptually understand, and may require a conscious awareness and 
educational strategy to promote (Aelterman et al., 2013; Reeve & Cheon, 2016). More recent 
school-bDVHGLQWHUYHQWLRQVKDYHEHHQFHQWUHGXSRQHGXFDWLQJDQGFKDQJLQJWHDFKHUV¶EHOLHIV
towards autonomy supportive strategies (Cheon, Reeve, & Moon, 2012; Cheon & Reeve, 
2015; Wang, Ng, Liu, & Ryan, 2016), or the combination of autonomy support and structure 
(e.g., Aelterman, Vansteenkiste, Van den Berghe, De Mayer, & Haerens, 2014; De Naeghel, 
Van Keer, Vansteenkiste, Haerens & Aelterman, 2016). These studies revealed that providing 
workshops, group discussions and instruction to teachers helped enhance their use of the 
relevant need supportive strategies and resulted in pupilV¶ need satisfaction, autonomous 
learning, better school grades, and lower amotivation. In fact, teachers were found to be able 
to maintain these strategies across the subsequent school year (Cheon & Reeve, 2013). 
Collectively, these studies provide encouraging evidence for the benefit of teachers adopting 
and implementing need supportive teaching strategies.  
Despite the apparent benefits of increasing teacKHUV¶QHHGVXSSRUWLYHEHKDYLRXU, the 
extent that pupils perceive this change in teacher behaviour themselves is inconsistent. For 
instance, whereas congruence has been found between teacher and pupil perceptions of 
autonomy supportive strategies (e.g., Chatzisarantis & Hagger, 2009; Cheon & Reeve, 2013), 
WHDFKHUV¶SHUFHSWLRQVRIWKHLUFRPSHWHQFHVXSSRUWZHUHQRWSHUFHLYHGE\SXSLOV (Aelterman et 
al., 2014). Similarly, teacher reports of autonomy support and structure were found not to 
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FRUUHVSRQGZLWKWKHLUSXSLOV¶SHUFHSWLRQVRIWKHVDPHEehaviours, although weak congruence 
ZDVIRXQGUHODWLQJWRWKHWHDFKHU¶VXVHRILQYROYHPHQWVWUDWHJLHV7D\ORU	1WRXPDQLV
2007). Thus, although teachers may feel they demonstrate need supportive behaviours, these 
behaviours may not always communicate to the pupils. Further observational evidence has 
shown WKDWLQGHSHQGHQWREVHUYHUV¶ratings of teacher relatedness support were actually 
perceived by pupils to support their competence satisfaction (Haerens at al., 2013). Given the 
LPSRUWDQFHRISXSLOV¶RZQSHrceptions to their motivation and behaviour (Deci & Ryan, 
1987), school interventions that solely modify the learning context may be ineffective if 
pupils perceive the context in an alternative way, or not all, to that which is intended.  
Notwithstanding the clear necessity for fostering need supportive teaching, a potential 
caveat of placing sole reliance on the teacher is that it may overlook the development of 
adaptive pupil cognitions. Interventions that exclusively target the learning context seem to 
fulfil the environmental conditions required for autonomous motivation but are somewhat 
limited in the extent WKH\QXUWXUHSXSLOV¶FRJQLWLYHGHYHORSPHQW This contextual focus seems 
to view pupils as passive in their psychological need satisfaction by relying on the social 
context to offer need support. Yet BPNT maintains that psychological need satisfaction 
derives from the personal meaning that pupils will place on the social context (Deci & Ryan, 
1987; 2000). Indeed, the same classroom context may be perceived very differently by 
different pupils. It is a natural human tendency to seek out the fulfilment of the three 
psychological needs (Sheldon & Gunz, 2009) but this may get lost in contexts that do not 
provide regular need support. To supplement the existing contextual interventions, there may 
EHVFRSHWRGHYLVHDQLQWHUYHQWLRQWKDWGLUHFWO\WDUJHWVSXSLOV¶RZQXQGHUVWDQGLQJDQG
awareness of their psychological needs.  
7DUJHWLQJSXSLOV¶VXEMHFWLYHH[SHULHQFHVDWVFKRROFDQRIWHQEHHQVHHQDVDµTXLFNIL[¶ 
to school wide problems, when in fact they may be a powerful psychological and academic 
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tool (Yeager & Walton, 2011). Learner-focused initiatives have grown in application, 
considering the concepts of growth mind-sets (e.g., Park, Gunderson, Tsukayama, Levine & 
Beilock, 2016; Yeager et al, 2016), self-affirmation (Brady et al., 2016) and self-control 
(Duckworth, White, Matteucci, Shearer & Gross, 2016). To date, no research has conducted a 
pupil-focused intervention underpinned by BPNT, nor investigated if such an initiative would 
be feasible to conduct with young adolescent pupils.  
One rationale behind this thinking is that pupils may be able to develop awareness of 
their own psychological needs which may help them become active in their search for need 
satisfaction, even with variation in teachers, social groups or learning context. Although 
similar reflective practises are emphasised with adult students in higher education (e.g., De 
Martin-Silva et al., 2015; Travers, 2011), it seems important to evaluate if young adolescent 
pupils can understand their psychological experiences in some way (Gestsdottir & Lerner, 
2008). Secondly, a common problem for many learning-based initiatives is getting learners to 
participate and complete the intended activity (e.g. see Grant, Kinnersley, Metcalf, Pill, & 
Houston, 2006). Regardless of a theoretical rationale, if the intervention does not have any 
relevance or personal meaning for the pupils it will be ineffective in imparting the intended 
psychological awareness (i.eVRFLDOYDOLGLW\/\VW*DEULHO2¶6KDXJKQHVV\0H\HUV	
Meyers, 2005; Miltenberger, 2011). Thus, research in Chapter 5 directly explores the 
IHDVLELOLW\RIFRQGXFWLQJDSXSLOIRFXVHGLQWHUYHQWLRQWKDWLVGHVLJQHGWRHQKDQFHSXSLOV¶
awareness of their own psychological needs. 
Overview and Aims of Research Chapters 
It is clear from the large evidence base that the satisfaction (e.g., Ratelle & Duchesne, 
DQGVXSSRUWHJ'LVHWK'DQLHOVHQ	6DPGDORISXSLOV¶SV\FKRORJLFDOQHHGV
is beneficial for their academic motivation, well-being, engagement and achievement. 
Building on this evidence, the present thesis aims to address the methodological (Chapters 2 
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and 3) and practical (Chapter 4 and 5) issues outlined previously in this chapter. By doing so, 
the findings aim to advance knowledge of how SXSLOV¶EDVLFSV\FKRORJLFDOQHHGVPD\
enhance and diminish their academic and personal development. Furthermore, by addressing 
these issues, the thesis hopes to provide insights into potentially novel methods of nurturing 
SXSLOV¶SV\FKRORJLFDOQHHGVDWVFKRRO (Chapter 5).  
The empirical research begins in Chapter 2 by conducting a person-centred 
methodology to cluster pupils based on differences in the composition of their psychological 
need satisfaction. From a conceptual perspective, such clustering of pupils may reveal 
specific psychological need patterns that emerge within compulsory school classrooms. 
Furthermore, group differences were examined in the outcomes of teacher-rated performance, 
and pupil reported well-being, ill-being and motivation. By exploring these group differences, 
specific pupil types may be identified that are at particular risk of maladaptive personal and 
academic functioning. Valuable practical implications may also emerge from such findings 
E\LGHQWLI\LQJWKHGLVWLQFWXQGHUO\LQJUHDVRQVIRUGLIIHUHQWJURXS¶VFODVVURRPIXQFWLRQLQJ)RU
example, one group may struggle in class because they perceive themselves to be 
incompetent whereas another group may do so because they feel unrelated. For educators, 
understanding these group differences and the associated outcomes may help inform future 
teaching practise for pupil groups with specific psychological need deficits.    
 The research then moves to address the second methodological issue in Chapter 3 by 
investigating how pupil differences in the satisfaction of each psychological need may 
explain temporal change and the summer decay of school grades. Considering the 
inconsistent cross sectional (e.g., Jang et al., 2009) and longitudinal (e.g., Furrer & Skinner, 
2003; Jang et al., 2012) findings found between each psychological need and school 
attainment, Chapter 3 attempts to provide some clarity on the relations between the three 
needs and the dynamic nature of school attainment. Although the summer decay has become 
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well established in literature (e.g., Alexander et al, 2001; 2007), no BPNT based study has 
explored if the satisfaction of each psychological need offer protective qualities against this 
summer decline. By investigating both the change and summer decay of school grades, this 
study may provide a more thorough conceptual understanding of how psychological need 
satisfaction may explain longitudinal attainment patterns.   
The research then moves on to investigate the more deleterious practical aspects of 
pupil functioning by investigating the potential psychological correlates of active and passive 
disengagement. The concept of psychological control has become rooted within the darker 
side of BPNT (Vantseenkiste & Ryan, 2013), resultLQJLQWKHIUXVWUDWLRQRISXSLOV¶
psychological needs as well as school disengagement, amotivation and bullying (e.g., 
Haerens et al., 2015; Hein et al., 2015; Jang et al, 2016). Building on previous evidence 
associating passive withdrawal with a lack of ability beliefs (Patrick et al., 1993) and 
delinquency with autonomy obstruction (Pettit, Laird, Dodge, Bates & Criss, 2001), Chapter 
4 provides an investigation to see if the frustration of SXSLOV¶DXWRQRP\DQGFRPSHWHQFHPD\
explain distinct mechanisms that lead to active and passive disengagement, respectively. 
Identifying distinct mechanisms underpinning each type of disengagement may be valuable 
for teachers attempting to minimise pupil disengagement in classrooms.  
 Extending existing contextual interventions (e.g., Cheon et al., 2012; De Naeghel et 
DOWKHIHDVLELOLW\RIDQRYHOLQLWLDWLYHWRQXUWXUHSXSLOV¶DZDUHQHVVRIWKHLURZQ
psychological needs is investigated in Chapter 5. Focus group discussions and a two week 
pilot of a pupil completed diary-log were conducted to highlight any potential barriers and 
practicalities that would need to be considered in order to conduct such an intervention with 
pupils. These methods were intended to generate suggestions to help engage pupils with the 
dairy-log, identify if pupils would complete the diary and highlight any potential 
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improvements that may be need to be incorporated. Identifying these factors would help 
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Classrooms comprise diverse pupil groups that differ in their perceptions, experiences, and 
functioning, however the psychological factors that underlie these pupil differences can be 
overlooked by educators. This study adopted a person-centred approach to identify distinct 
psychological need satisfaction profiles that may help identify differences in pupilV¶
classroom experiences and behaviour. Participants were 586 pupils (age = 11 ± 15 years old) 
from three secondary schools in the United Kingdom. Cross-sectional responses from pupils 
were analysed using hierarchical cluster analysis to identify distinct pupil groups. MANOVA 
and discriminant function analysis subsequently explored group differences in teacher-rated 
pupil performance, and pupil self-reported well-being, ill-being, and motivation. Four distinct 
profiles were revealed: a dissatisfied group (low satisfaction of each need); a satisfied group 
(high competence and relatedness satisfaction, moderate autonomy satisfaction); a competent 
group (high competence satisfaction, low autonomy satisfaction, moderate relatedness 
satisfaction); and a related group (high relatedness satisfaction, moderate competence and 
autonomy satisfaction). The highest levels of satisfaction for each need were reported by the 
satisfied group, who displayed the highest classroom performance, autonomous motivation 
and well-being. Conversely, the dissatisfied group showed the lowest satisfaction of each 
need and reported the least adaptive outcomes accompanied by the highest levels of ill-being. 
Similar moderate outcomes were reported by the competent and related groups. Such a 
person-oriented approach may help understand the connectivity between the psychological 
needs and adds further validity for WKHQHFHVVLW\RISXSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQLQ
schools. 
 




Secondary school pupils attend classes on a daily basis and, therefore, classrooms 
UHSUHVHQWRSSRUWXQHFRQWH[WVIRUHGXFDWRUVWRIDFLOLWDWHSXSLOV¶DFDGHPLFDQGSV\FKRORJLFDO
development (Baker, Dilly, Aupperlee, & Patil, 2003). Classrooms contain diverse groups of 
pupils that differ in their psychological experiences, perceptions of the learning environment, 
and the extent to which they thrive (Reeve, 2012; Wang & Holcombe, 2010). For example, 
some pupils may feel capable towards classwork but unsupported by others; whereas other 
pupils may develop close bonds with others but feel incapable of completing classwork. 
Different experiences may warrant distinct teaching support strategies and initiatives. 
Identifying pupil sub-types that share similar classroom experiences may be fundamental in 
developing effective, tailored interventions to increase classroom thriving.  
Basic psychological needs theory (BPNT; Ryan & Deci, 2002) has received 
consideration within schools, positing that the VDWLVIDFWLRQRISXSLOV¶EDVLFSV\FKRORJLFDO
needs of autonomy, competence, and relatedness are required for psychological growth and 
optimal performance (Deci & Ryan, 2011; Niemiec & Ryan, 2009). Autonomy refers to the 
experience of volition and psychologLFDOIUHHGRPWRZDUGVRQH¶VEHKDYLRXULQDFFRUGDQFH
with personal values and interests (deCharms, 1968). Competence refers to being effective in 
RQH¶VSXUVXLWVDQGJRDOV:KLWH5HODWHGQHVVUHIHUVWRWKHIRUPLQJRIFORVH
interpersonal relationships and feelings of connection with significant others (Baumeister & 
Leary, 1995). A vast amount of cross-sectional evidence has indicated that psychological 
need satisfaction may be a necessary resource for pupils to succeed at school, promoting  
pupil well-being, effort, autonomous motivation, adaptive social functioning, school 
engagement and academic achievement (Badri et al., 2014; Raufelder et al., 2015; Saeki & 
Quirk, 2015; Standage et al., 2005; Taylor & Lonsdale, 2010). Such adaptive processes have 
also been demonstrated longitudinally, across single school terms (Tian, Chen, & Huebner, 
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2014; Véronneau et al., 2005), and academic years (Opdenakker & Minnaert, 2014; Ratelle & 
Duchesne, 2014).         
             Although substantial findings illustrate the importance of SXSLOV¶SV\FKRORJLFDOQHHG
satisfaction, this evidence base predominately derives from variable-centred research. That is, 
they explore the general associations between psychological need satisfaction and affective or 
academic outcomes by considering each need individually (e.g. Opdenakker & Minnaert, 
2014; Raufelder et al., 2015) or averaging the three needs into a composite variable (e.g. 
Badri et al., 2014; Saeki & Quirk, 2015). In reality, the associated outcomes of psychological 
need satisfaction may differ depending on how pupils experience the needs in combination 
(Scholte, van Lieshout, & van Aken, 2001). Indeed, BPNT authors have inferred a degree of 
connectivity and symbiosis among the three psychological needs, with all three required for 
optimal functioning (Deci & Ryan, 2000). The associated outcomes for pupils high in 
competence satisfaction but low in autonomy and relatedness may be comparatively different 
to pupils high in relatedness satisfaction but low in the other two needs, for example. 
Examining pupils as individuals would offer a more holistic account of psychological need 
satisfaction in schools by allowing sub-groups or profiles of pupils to be identified that show 
similar patterns in psychological need satisfaction (Bergman, & Andersson, 2010; Bergman 
& Magnusson, 1997). A person centred approach may be better suited to investigate the 
complex and simultaneous interactions between the three needs, DVK\SRWKHVLVHGE\%317¶V
theoretical framework, compared to contemporary variable-centred analytical procedures 
(e.g. structural equation modelling; Haerens et al., 2015; Raufelder et al., 2015). From a 
practical perspective, assessment of these subgroups may also unearth valuable insights for 
tailoring classroom interventions, specifically towards pupil groups that display maladaptive 
psychological need profiles.  
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Person-centred research within education and SDT has previously been used to 
describe clustering criteria based on self-regulated learning styles (Liu, Wang, Kee, Koh, 
Lim, & Chua, 2014), goal content (Lindwall, Weman-Josefsson, Sebire, & Standage, 2016), 
SDT-based motivational regulations (e.g. Ratelle et al., 2007; Vansteenkiste et al., 2009), or a 
combination of SDT motivations and additional concepts such as achievement goals or social 
physique anxiety (e.g., Cox, Ullrich-French, & Sabiston, 2013; Wang & Biddle, 2001). These 
findings generally showed that self-determined pupil groups demonstrated more favourable 
academic and well-being outcomes. 3UHYLRXVVWXGLHVKDYHDOVRXVHGSXSLOV¶SHUFHSWLRQVRI
the learning context to cluster pupils, distinguishing groups that differed in the extent they 
felt the learning climate supported their psychological needs (e.g., Jaakkola, Wang, Soini, & 
Liukkonen, 2015; Vansteenkiste et al., 2012). Pupils that perceived their learning 
environment to be highly autonomy and relatedness supportive reported higher classroom 
enjoyment (Jaakkola et al., 2015); whereas pupils that experienced a highly autonomy and 
competence supporting climate reported better time management, concentration and lower 
school truancy (Vansteenkiste et al., 2012). Despite the importance of adaptive motivation 
and learning climates for pupLOV¶DFDGHPLFGHYHORSPHQWWKHH[SHULHQFHRISV\FKRORJLFDO
need satisfaction is hypothesised to represent an underlying mechanism associated with both 
and therefore constitutes a valuable process for educators to target (Niemiec & Ryan, 2009). 
However, to the author¶V knowledge, no study has exclusively clustered school pupils based 
upon the satisfaction of their three psychological need satisfaction and examined how these 
groups may differ in academic or psychological outcomes.       
Study Overview 
Guided by BPNT, the present work adopted a person-centred approach to identify 
distinct pupil psychological need satisfaction profiles. The identification of pupil sub-groups 
who differ in classroom psychological need satisfaction is novel and, to some degree, 
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exploratory. In accord with BPNT definitions (Ryan & Deci, 2002), the three psychological 
needs possess distinct characteristics that are conceptually different from one another. Thus, 
pupils may experience high satisfaction in one need but not another. With this said, it is the 
satisfaction of all three needs in harmony that is required for optimal psychological growth 
(Deci & Ryan, 2000). Given this apparent synergy, the optimal satisfaction of each need will 
likely occur when pupils experience satisfaction in all three needs (Sheldon & Niemiec, 
2006). For instance, some pupils may experience high competence at school but feel a lack of 
autonomy and relatedness with others. It may be unlikely that this group experiences optimal 
competence satisfaction due to deficits in autonomy and relatedness satisfaction. Likewise, 
pupils may not be able to experience optimal autonomy satisfaction in the classroom if they 
feel unable to the work and feel unsupported by others. Thus, it is hypothesised that the 
highest satisfaction levels of each need will occur in a group that reports the highest 
satisfaction across all three needs (hypothesis 1a). Equally, the lowest satisfaction levels of 
each need will be reported by a group low in all three needs (hypothesis 1b). Any other pupil 
clusters that show variation across the three needs are expected to report satisfaction levels 
that fall in-between these two groups.    
 The second aim of the study was to investigate if the identified profiles differed in 
teacher ratings of pupil performance (achievement and attentiveness), as well as self-reported 
outcomes of well-being (vitality and positive affect), ill-being (academic stress and negative 
affect), and motivation. In accord with BPNT propositions (Ryan & Niemiec, 2009), a pupil 
group displaying the highest satisfaction levels across the three needs is expected to 
demonstrate the most adaptive levels of teacher perceived performance, motivation and well-
being, and the lowest levels of ill-being (hypothesis 2a). Conversely, a pupil group reporting 
the least satisfaction across the three needs will be expected to demonstrate the highest ill-
being, and lowest levels in the favourable outcomes (hypothesis 2b). It is reasoned that any 
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group relatively high in the satisfaction of one psychological need may be able to compensate 
for deficits in other psychological needs and may display moderate levels in the outcome 
variables. In particular, feelings of competence satisfaction have been shown important for 
academic achievement (Hardre & Reeve, 2003; Jang et al., 2009), pupil effort (Taylor & 
Lonsdale, 2010), and school well-being (Véronneau et al., 2005). Indeed, school classrooms 
signify contexts that are often performance and assessment driven. Consequently, any pupil 
group characterised by low competence satisfaction is expected to report relatively low levels 
of autonomous motivation, well-being, and particularly teacher-rated performance 
(hypothesis 3).  
Method 
Participants  
       The study sample consisted of 586 pupils (387 male, 199 female; mean age = 12.61 
years, SD = 0.88 years, age range = 11 ± 15 years old) from three selective grammar schools 
(two co-educational, and one boys school) in the United Kingdom (UK). The three schools 
ranged between 16% - 21% of their total pupils that were considered from ethnic minority 
backgrounds, which is below the UK national average.  Fifteen teachers completed the 
UDWLQJVIRUWKHSXSLOV¶SHUIRUPDQFHLQWKHLUFODVV. A total of 24 different classrooms were used 
with the taught subject varying between classes (Physical Education = 38%; Creative 
Learning = 33%; Citizenship = 21%; Geography = 8%).  
Procedure 
)XOOHWKLFDODSSURYDOZDVREWDLQHGIURPWKHSULQFLSDOUHVHDUFKHU¶VXQLYHUVLW\HWKLFV
committee. Teachers provided written consent to participate (see Appendix A) and opt-out 
IRUPVZHUHSURYLGHGWRDOOSXSLOV¶SDUHQWVWRLQGLFDWHLIWKH\GLGQRWZLVKIRUWKHLUFKLOGWR
participate (see Appendix B). Three parents chose for their child not to participate in the 
study. Pupils confirmed their willingness to participate in writing (see Appendix C). 
Questionnaires were administered at the start of a school lesson by the principal researcher 
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(see Appendix D). All pupils were instructed that they did not have to complete the 
questionnaire if they did not wish to and that all items referred to the specific lesson in which 
the questionnaire was administered. The pupil questionnaire took approximately ten minutes 
to complete. The class teacher remained a passive observer in the classroom and pupils were 
asked to direct any questions regarding the study to the principal researcher to ensure 
confidentiality. The teacher-rated pupil attentiveness and achievement questionnaires were 
provided to teachers at the end of the school lesson and were completed and returned to the 
principal researcher within a week of being administered (see Appendix E).  
Measures 
           Autonomy. $XWRQRP\VDWLVIDFWLRQZDVPHDVXUHGXVLQJVL[LWHPVHJ³I have a say 
regarding what skills I want to learn´) derived from previous research with young adolescents 
(Standage et al.7KHVWHPXVHGZDV³:KHQLQWKLVFODVV´DQGUHVSRQVHVZHUH
rated on a 7 point scale, ranging from 1 (not at all true) to 7 (very true). These six items have 
previously demonstrated acceptable internaOFRQVLVWHQF\Į 6WDQGDJHHWDO 
          Competence. &RPSHWHQFHVDWLVIDFWLRQZDVPHDVXUHGXVLQJILYHLWHPVHJ³,WKLQN,
DPSUHWW\JRRGDWDFWLYLWLHVLQWKLVFODVV´IURPWKH3HUFHLYHG&RPSHWHQFHVXEVFDOHRIWKH
Intrinsic Motivation Inventory (McCauley, Duncan, & Tammen, 1989). Items were adapted 
WRWKHEURDGHUFODVVURRPFRQWH[WUDWKHUWKDQDVSHFLILFWDVN)RUH[DPSOH³,DPVDWLVILHG
ZLWKP\SHUIRUPDQFHDWWKLVWDVN´ZDVPRGLILHGWR³,DPVDWLVILHGZLWKP\SHUIRUPDQFHLQ
WKLVFODVV´ Responses were rated on a 7 point scale, ranging from 1 (not at all true) to 7 (very 
true). The original items GHPRQVWUDWHGJRRGLQWHUQDOFRQVLVWHQF\Į 0FCauley et al., 
1989). 
         Relatedness.  Relatedness satisfaction was measured using the five item Acceptance 





(very true). All items previously GHPRQVWUDWHGJRRGLQWHUQDOFRQVLVWHQF\Į  .85-.94; Richer 
& Vallerand, 1998).     
          Pupil Attentiveness. 7HDFKHUSHUFHSWLRQVRISXSLOV¶DWWHQWLYHQHVVZHUHDVVHVVHGXVLQJ
two adapted items from the Attentiveness subscale of the Pupil Behaviour Patterns Scale 
(Friedman, 1995). The items werH³7KLVVWXGHQWFRQFHQWUDWHVDQGZRUNVTXLHWO\LQP\FODVV´
DQG³7KLVVWXGHQWLVFR-RSHUDWLYHDQGHQWKXVLDVWLFGXULQJP\FODVV´%RWKLWHPVZHUHUDWHGRQ
a 6 point scale ranging from 1 (never) to 6 (always). The scale items demonstrated good 
internal consiVWHQF\Į )ULHGPDQDQGWKHWZRFKRVHQLWHPVKDYHGHPRQVWUDWHG
satisfactory factor loadings (.75 and .51 respectively; see Hastings & Bham, 2003).  
         Pupil Achievement. Guided by previous measures of pupil achievement (Pianta & 





attainment in class, and were checked by teachers not participating in the study for clarity and 
comprehension. Each item was rated on a 6 point scale ranging from 1 (never) to 6 (always) 
and scores demonstrated acceptable internal consistency (see Table 2.1) and factor loading on 
to an achievement latent factor (see Appendix F for factor loadings). 
Subjective Vitality. 3XSLOV¶IHHOLQJVRIDOLYHQHVVDQGHQHUJ\DYDLODEOHWRWKHVHOILQWKH
class were measured using a five item version of the Subjective Vitality Scale (Ryan & 
Frederick, 1997), previously used by Bartholomew et al. (2011). Items were rated on a 7 
point scale, ranging from 1 (strongly disagree) to 7 (strongly agree). Example items include 
³,KDYHHQHUJ\DQGVSLULW´DQG³,QHDUO\DOZD\VIHHODOHUWDQGDZDNH´Scores from the items 
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demonstrated good internal consiVWHQF\Į DQGIDFWRULDOVWUXFWXUHin previous work 
(Ryan & Frederick, 1997). 
           Academic Stress. 7RPHDVXUHSXSLOV¶IHHOLQJVRIVWUHVVLQFODVVZHused the shortened 
four item Perceived Stress Scale (PSS; Cohen, Kamarck, & Mermelstein, 1983) and adapted 
WKHVWHPWR³:KHQLQWKLVFODVV´([DPSOHLWHPVLQFOXGHG³'R\RXIHHOWKDWWKLQJVDUHJRLQJ
\RXUZD\´DQG³+RZRIWHQGR\RXIHHOGLIILFXOWLHVDUHSLOLQJXSVRKLJK that you cannot 
RYHUFRPHWKHP´. Items were rated on a 5 point scale, ranging from 1 (never) to 5 (very 
often). All items previously GHPRQVWUDWHGDFFHSWDEOHLQWHUQDOFRQVLVWHQF\Į DQGVFDOH
validity (Cohen et al, 1983).  
           Positive and Negative Affect. 3XSLOV¶JHQHUDOSRVLWLYHDQGQHJDWLYHIHHOLQJVLQFODVV
were measured using the 10 item short form of the Positive and Negative Affect Schedule 
3$1$67KRPSVRQ%RWKSRVLWLYHDIIHFWHJµDOHUW¶DQGµLQVSLUHG¶DQGQHJDWLYH
DIIHFWHJµXSVHW¶DQGµDVKDPHG¶KDGILYHLWHPV7KHTXHVWLRQQDLUHVWHPXVHGZDV
³7KLQNLQJDERXW\RXUVHOIDQGKRZ\RXQRUPDOO\IHHOLQWKLVclass, to what extent do you 
JHQHUDOO\IHHO´DQGSXSLOVUDWHGKRZRIWHQWKH\H[SHULHQFHGHDFKIHHOLQJRQDSRLQWVFDOH
ranging from 1 (never) to 5 (often). The short version of the PANAS has demonstrated good 
internal consistency SRVLWLYHDIIHFWĮ QHJDWLYHDIIHFWĮ DQGIDFWRULDOYDOLGLW\
(Thompson, 2007).   
          Motivation.  Extrinsic regulations that vary in their self-determination were measured 
with additional consideration of work differentiating between approach and avoidance sub-
types (Assor et al., 2009). That is, identified regulation (behaviour is experienced with a 
sense of ownership), and approach and avoidance types of both introjected (striving for a 
sense of self-worth versus avoiding internal guilt or shame), and external regulation (striving 
for reward versus avoidance of punishment).  
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Previously validated items were used to measure introjected avoidance (five items), 
introjected approach (four items), and identified regulation (five items; Study 1, Assor et al., 
2009). Items for all three subscales previously demonstrated satisfactory internal consistency 
Į  .78 - .79) and factorial structure (Assor et al., 2009). External avoidance was measured 
using two items from the external regulation subscale of the Perceived Locus of Causality 
Questionnaire (Goudas et al, 1994) and two items created for the purpose of this study. The 
author observed that no established external regulation items were approach orientated, thus 
four items were created for the purpose of this study. All motivation items were rated on a 7 
point scale ranging from 1 (strongly disagree) to 7 (strongly agree). For a complete list of the 
items used see Appendix G. Due to the creation of several items and using subscales from 
different questionnaires, we conducted preliminary validation work prior to the main study 
analysis. Latent confirmatory factor analysis and item factor loadings for motivation 
subscales were all found to be acceptable (see Appendix G)&URQEDFK¶V alpha coefficients 
can be seen in Table 2.1.   
Data Analysis  
         3UHOLPLQDU\DQDO\VLVLQYROYHGFDOFXODWLRQRIGHVFULSWLYHVWDWLVWLFV&URQEDFK¶VDOSKD
coefficients, and bivariate correlations (see Table 2.1). As there was not a priori hypothesised 
number of clusters, a combination of both hierarchical and non-hierarchal cluster analysis 
was conducted (Gore, 2000), using SPSS statistical software (version 22.0). Based upon 
SXSLOV¶VFRUHVIRUDXWRQRP\FRPSHWHQFHDQGUHODWHGQHVVVDWLVIDFWLRQ:DUG¶VPHWKRGZDV
used to conduct hierarchical cluster analysis. The optimal number of clusters was determined 
when the squared Euclidian distances were not substantially distinguishable (Hair, Anderson, 
Tatham, & Black, 1998). Subsequently, iterative non-hierarchical k-means clustering 
assigned pupils to a relevant cluster, using the determined number of clusters from the first 
step as a non-random clustering solution (Gore, 2000).     
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           After assigning all pupils into groups, univariate analysis of variance (ANOVA) was 
conducted to explore group differences in each of the measured variables. Subsequently, four 
multivariate analysis of variance (MANOVA) tests were conducted to investigate the 
differences in the composite outcome variables across the pupil groups. Vitality and positive 
DIIHFWZHUHHQWHUHGDVRXWFRPHYDULDEOHVLQDµZHOO-EHLQJ¶0$129$DFDGHPLFVWUHVVDQG
QHJDWLYHDIIHFWLQDQµLOO-EHLQJ¶0$129$WKHILYHPRWLYDWLRQVXEVFDOHVLQDµPRWLYDWLRQ¶
MANOVA, and the teacher-rated pupil attentiveness and achievement comprised the 
0$129$DVVHVVLQJµSHUIRUPDQFH¶6LJQLILFDQWPXOWLYDULDWHHIIHFWVZHUHIROORZHGXSZLWK
discriminant function analysis.  
Results 
Descriptive Statistics 
        Means, standard deviations, internal consistency values, and bivariate correlations for 
all measurement scales are presented in Table 2.&URQEDFK¶VDOSKDYDOXHVDOOGHPRQVWUDWHG
JRRGLQWHUQDOFRQVLVWHQF\Į!ZLWKWKHH[FHSWLRQRIDFDGHPLFVWUHVVĮ 
Evaluation of removing each item and a supplementary confirmatory factor analysis revealed 
RQHSUREOHPDWLFLWHP³,QWKLVFODVVGR\RXIHHOWKDW\RXDUHXQDEOHWRFRQWUROWKHLPSRUWDQW
WKLQJV´ZKLFKZDVUHPRYHGDQGLPSURYHGLQWHUQDOFRQVLVWHQF\Į  Variance across 
the measured variables was found predominately at the pupil-level, rather than class-level. 
For instance, variance across the three psychological needs was attributable between 89 and 
97% at the pupil-level and only between 3 and 11% at the class-level. Similarly, between 68 
and 99% of variance for all other variables was at the pupil-level, therefore between 1 and 
32% was at the class-level.  
Identification of Pupil Psychological Need Satisfaction Profiles  
          Inspection of the Euclidian distances (shown in Table 2.2) determined four 
distinguishable pupil groups. Mean values and partial Ș2 for this four cluster solution are 
displayed in Table 2.3. A three-cluster solution was found to slightly reduce partial Ș2 for 
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each need (autonomy = .42; competence = .53; relatedness = .55), merging two of the groups 
into a single cluster. A five-cluster solution appeared less parsimonious and explained 
variance in autonomy less adequately (partial Ș2: autonomy = .24; competence = .50; 
relatedness = .66).  
Table 2.3 depicts group comparisons across the four cluster solution based on mean 
scores for each psychological need, F values and effect sizes. This four cluster solution 
consisted of a dissatisfied group (n = 185, 32%), comprising of pupils that were relatively 
low in satisfaction of each of the three needs. A satisfied group (n = 110, 19%) was 
characterised by pupils with moderate autonomy satisfaction, and high competence and 
relatedness satisfaction. A competent group (n = 173, 29%) was characterised by pupils high 
in competence satisfaction, but with low autonomy satisfaction and moderate relatedness 
satisfaction. Finally, a related group (n = 118, 20%) comprised of pupils with relatively high 
relatedness satisfaction, but moderate levels of autonomy and competence satisfaction (see 
Appendix H for graphical representation of the four clusters).  
Group Differences in Teacher-Rated Performance, Well-being, Ill-being, and 
Motivation 
Mean scores and specific group differences based on ANOVA for all outcome 
variables are presented in Table 2.4, along with F values and effect sizes. With the exception 
of attentiveness, the satisfied group statistically differed from the dissatisfied group in all 
study variables. The competent and related groups typically fell in-between these two groups 
in every study variable but were not statistically different from one another. Subsequent 
multivariate group centroids obtained from the discriminant analysis are presented in Table 
2.5.      
      Performance. The MANOVA identified that there was a significant difference in 
teacher-rated performance across the four psychological profiles, F(6, 1104) = 5.46, p < .001; 
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Wilk's ȁ , partial Ș2 = .03. Discriminant analysis revealed two discriminant functions 
for teacher-rated performance; the second function did not significantly differentiate the pupil 
clXVWHUVȁ Ȥð p = .46. The first function explained 95.4% of the variance, 
canonical R2 =.24, with pupil achievement loading predominately (achievement, r = .99; 
attentiveness, r = .43). This first function discriminated to a small degree between the four 
groups. The satisfied group were reported by the teacher to perform best in class, but only 
slightly better than the competent group. Next was the related group but with only minimal 
differences from the competent group, whilst the dissatisfied group were reported to perform 
relatively poorly (although differences between the related and unsatisfied group were 
minimal). 
Well ±Being. MANOVA revealed a significant difference across the four 
psychological need profiles, F(6, 1162) = 49.17, p < .001; Wilk's ȁ , partial Ș2 = .20. 
Follow up discriminant analysis revealed two discriminant functions, however the second 
function did not significantly differentiate the pupiOFOXVWHUVȁ Ȥð p = .08. The 
first function explained 98.5% of the variance, canonical R2 = .61, with vitality and positive 
affect contributing equal and meaningful loadings (both r = .89). Group centroids showed 
that the first function discriminated between all four groups, with the exception of the 
competent and related profiles. Specifically, the satisfied group tended to report higher levels 
of well-being, followed by the related and competent groups, and the unsatisfied group 





Descriptive Statistics and Bivariate Correlations Among Study Variables    
Variable Range Mean SD Į 1 2 3 4 5 6 7 8 9 10 11 12 13 14 
1. Autonomy 1-7 3.36 1.01 .72 - 
            
 
2. Competence 1-7 4.66 1.33 .86 .33** - 
           
 
3. Relatedness 1-7 4.49 1.32 .90 .49** .50** - 
          
 
4. Vitality 1-7 4.38 1.27 .79 .52** .52** .54** - 
         
 
5. Academic Stress + 1-5 2.63 0.83 .64 -.30** -.47** -.45** -.37** - 
        
 
6. Positive Affect 1-5 3.39 0.81 .78 .50** .51** .57** .71** -.42** - 
       
 
7. Negative Affect  1-5 1.86 0.66 .71 -.12** -.34** -.53** -.24** .44** -.18** - 
      
 
8. External Avoidance 1-7 4.49 1.46 .71 -.11** -.11** -.11* -.11** .13** -.07 .21** - 
     
 
9. External Approach 1-7 4.41 1.31 .74 .26** .35** .26** .30** -.17** .36** -.02 .35** - 




1-7 4.10 1.42 .86 .24** .19** .23** .26** -.11** .28** .09* .24** .43** - 




1-7 3.93 1.31 .79 .29** .37** .31** .36** -.20** .38** -.00 .19** .66** .65** - 
  
 
12. Identified  
Regulation  
1-7 4.81 1.44 .71 .42** .46** .48** .45** -.32** .51** -.16** -.05 .39** .43** .49** - 
 
 
13. Pupil Attentiveness 1-6 4.77 0.91 .77 .04 .12** .12** .16** -.09* .19** -.09* -.01 .13** .15** .17** .20** - 
 
14. Pupil Achievement  1-6 4.29 0.89 .83 .07 .25** .15** .18** -.15** .22** -.16** -.06 .11* .10* .12** .16** .57** - 












Table 2.2  
Euclidian Distances From Hierarchical Cluster 
Analysis 









Comparison of Profile Groups Based on Psychological Need Satisfaction Mean Scores, 
with F values and effect sizes. 
 Dissatisfied Satisfied Competent Related F Șp2 
Autonomy 2.70 4.37 3.01 3.96 149.168* .44 
 
Competence 3.24 6.14 5.41 4.42 437.310* .69 
Relatedness 3.31 5.94 4.24 5.33 262.727* .58 
Note. All measures were rated on a 7-point scale. All profile means for each 
psychological need were significantly different across groups (p < .01) XVLQJ7XNH\¶V
honestly significant difference test. *p <.001 
Table 2.4 
Group Differences in Mean Scores for all Outcome Variables with SD¶V, F values and effects sizes.  
 1. Dissatisfied  2. Satisfied  3. Competent 4. Related F Șp2 Variable Mean SD Mean SD Mean SD Mean SD 
Vitality 3.55 2,3,4 1.06 5.56 1,3,4 0.98 4.38 1,2 1.06 4.61 1,2 1.06 89.379** .32 
Positive Affect  2.82 2,3,4 0.76 4.06 1,3,4 0.53 3.46 1,2 0.63 3.57 1,2 0.63 88.633** .31 
Academic Stress 3.22 2,3,4 0.76 2.17 1,3 0.74 2.49 1,2 0.72 2.38 1 0.63 64.158** .25 
Negative Affect 2.18 2,3,4 0.71 1.64 1 0.57 1.80 1 0.61 1.69 1 0.57 23.843** .11 
External Avoidance 4.61 2   1.40 4.08 1 1.57 4.53 1.51 4.58 1.35 3.490* .02 
External Approach 3.76 2,3,4 1.32 5.01 1,4 1.27 4.65 1 1.12 4.53 1,2 1.17 29.235** .13 
Introjected Avoidance 3.63 2,3,4 1.35 4.59 1 1.52 4.23 1 1.29 4.24 1 1.40 12.357** .06 
Introjected Approach 3.28 2,3,4 1.17 4.60 1,3,4 1.32 4.13 1,2 1.19 4.03 1,2 1.24 31.402** .14 
Identified 3.88 2,3,4 1.21 5.84 1,3,4 0.86 4.97 1,2 1.58 5.07 1,2 1.05 62.800** .25 
Attentiveness 4.63 0.97 4.84 0.93 4.86 0.91 4.81 0.80 2.417 .01 
Achievement 4.03 2,3 0.86 4.54 1,4 0.96 4.46 1 0.85 4.23 2 0.84 10.477** .05 
Note. Numerical superscripts indicate statistically significant differences (p <.05) between the respective profiles 
for each given variable, based on 7XNH\¶VKRQHVWO\VLJQLILFDQWGLIIHUHQFHWHVW*p <.05. **p <.001.    
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Ill ±Being. MANOVA revealed a significant difference across the four psychological 
need profiles, F(6, 1160) = 32.30, p < .001; Wilk's ȁ , partial Ș2 = .14. Discriminant 
analysis revealed two discriminant functions, however the second function did not 
significantly differentiate the pupil clusters, ȁ Ȥð p = .71. The first explained 
99.7% of the variance, canonical R2 =.52, with academic stress loading more predominately 
(academic stress, r = .97; negative affect, r = .58). This first function discriminated between 
all four groups, with the exception of the competent and related profiles. Specifically, the 
unsatisfied group tended to report higher levels of ill-being, followed by the related and 
competent groups, and the satisfied group reported the lowest levels of ill-being.  
Motivation. MANOVA revealed a significant difference across the four 
psychological need profiles, F(15, 1598) = 15.37, p < .001; Wilk's ȁ , partial Ș2 = .12. 
Discriminant analysis revealed three discriminant functions, however, removing the first 
function indicated that the combination of the second and third functions did not differentiate 
the pupil clusters, ȁ Ȥð p = .58, nor did the third function indHSHQGHQWO\ȁ 
0.99Ȥð p = .47). The first function explained 97.5% of the variance, canonical R2 
=.56. Identified regulation and both approach motives loaded predominately (identified, r = 
.85; introjected approach, r = .60; external approach, r = .57; introjected avoidance, r = .38; 
external avoidance, r = -.16). This first function discriminated between all four groups, with 
the exception of the competent and related profiles. Specifically, the satisfied group tended to 
report higher levels of motivation, followed by the competent and related groups, and the 
unsatisfied group reported the lowest levels of motivation.  
Discussion 
The purpose of this study was to use a person-centred approach to determine different 
pupil profiles based upon satisfaction of %317¶Vpsychological needs for autonomy, 
competence, and relatedness. BPNT maintains that satisfying SXSLOV¶innate psychological 
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needs is essential for optimal psychological development and functioning (Deci & Ryan, 
2000; 2011). The present analyses was used to explore the processes associated with 
psychological need satisfaction from a holistic angle by investigating the complex interplay 
between the three psychological needs. In accordance with this proposal, four distinct 
psychological need satisfaction profiles were identified, each displaying different associations 
with well-being, ill-being, motivation, and performance outcomes. Conceptually, these 
findings further confirm the importance for all three needs to be satisfied by focusing on the 
individual pupils rather than each need as a separate variable. Taking a more applied outlook, 
this person-centred approach may offer a valuable platform for facilitating pupil academic 
performance and psychological well-being by alluding to pupils that may have specific 
psychological need deficits.  
The Composition of Pupil Profiles   
The cluster-analytic results revealed that pupils can exist in classrooms with markedly 
different psychological need compositions. In support of hypothesis 1a, the highest levels of 
satisfaction for each psychological need were reported by the satisfied group. No other pupil 
group displayed higher satisfaction in any one need. Building on previous evidence regarding 
the balanced satisfaction of all three needs (Sheldon & Niemiec, 2006), the present findings 
highlight that the optimal satisfaction of each psychological need may require the high 
satisfaction of the other two needs. For instance, the competent group did not report as high 
competence as the satisfied group when experiencing deficits in their autonomy and 
relatedness satisfaction. Although these competent pupils may feel they could do the work, 
they may be unlikely to experience optimal competence satisfaction in contexts where they 
lack volition and close emotional support. Pupils in the related group experienced close 
supportive bonds but to a lesser degree than the satisfied group, when only reporting 

















In accord with hypothesis 1b, the lowest levels of satisfaction for each psychological 
need were reported by the dissatisfied group which reported low satisfaction across all three 
needs. When experiencing a dearth of satisfaction across all three needs, pupils may develop 
deleterious self-beliefs, such as the degrading of themselves and others (Ryan & Deci, 2000). 
The development of sXFKPDODGDSWLYHEHOLHIVPD\PDJQLI\SXSLOV¶ feelings of coercion, 
incapableness and lack of support from teachers and classmates. For instance, no other group 
reported lower satisfaction than the dissatisfied group in any one need. Although each 
psychological need is conceptually distinct and can be experienced uniquely, the current 
person-centred findings emphasise that there may be synergy between the three needs with 
optimal psychological need satisfaction requiring the satisfaction of all three needs in unison.    
Table 2.5 
Group Centroid Values for Well ± Being, Ill-Being, Motivation 
and Classroom Performance Composites    
Pupil Profiles Function  
 1 2 3 
Teacher-Rated Performance     
Dissatisfied  -.30 -.04 - 
Satisfied   .29 -.05 - 
Competent .19 .02 - 
Related -.09 .09 - 
Well-Being     
Dissatisfied  -.93 -.07 - 
Satisfied   1.19 -.12 - 
Competent .05 .11 - 
Related .27 .06 - 
Ill-Being     
Dissatisfied  .85 .00 - 
Satisfied   -.68 .03 - 
Competent -.21 .02 - 
Related -.39 -.06 - 
Motivation     
Dissatisfied  -.86 -.05 .00 
Satisfied   .97 -.12 .00 
Competent .19 .08 -.08 
Related .17 .09 .11 
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 The value of a person-centred methodology is that it is able to uncover patterns that 
may exist between the clustering variables (Bergman & Andersson, 2010). It was somewhat 
unexpected that autonomy represented the least satisfied need within each respective profile. 
Even in the satisfied group, autonomy satisfaction was reported to a lower degree than 
competence and relatedness satisfaction. School classrooms represent compulsory contexts 
that pupils have to attend, yet evidence has shown that pupils can experience high autonomy 
satisfaction when they perceive the classroom to be autonomy supportive (e.g., Cheon & 
Reeve, 2015). The present pattern of autonomy satisfaction may be an indication that the 
schools in the present sample may not effectively QXUWXUHSXSLOV¶DXWRQRP\VDWLVIDFWLRQ
within the classroom. These schools may benefit from teacher interventions to help educate 
teachers on how to effectively support pupilV¶ autonomy at school (e.g., Cheon & Reeve, 
2013; Reeve et al., 2004). 
An alternative explanation for these lower levels of autonomy satisfaction may be 
underpinned by the measurement of autonomy in the present study. The concept of autonomy 
is posited to be multi-faceted in nature, consisting of aspects of perceived choice, volition 
(i.e. psychological freedom) and locus of causality (i.e. authorship of behaviour; Reeve, Nix, 
& Hamm, 2003). The majority of the items measuring autonomy in the present study focus 
RQSXSLOV¶ sense of perceived choice for school activities rather than their volitional 
participation in these activities. Pupils will likely understand that they do not have free choice 
over compulsory school activities which may potentially explain why autonomy satisfaction 
was the lowest need in each profile. This is not to say that perceived choice cannot enhance 
SXSLOV¶DXWRQRP\. Previous literature has illustrated that autonomy enhancing choice needs to 
be explained and offered in a way that is personally relevant to pupils and in line with their 
interests and goals (e.g., Assor et al., 2002; Katz & Assor, 2007; Stefanou, Perencevich, 
DiCintio & Turner 2004). For example, pupils being allowed choice over how they go about 
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solving a certain task or how they present their work may foster their autonomy satisfaction. 
In contrast, pupils that are provided choice over compulsory school activities may still feel 
forced to do these activities and thus will not experience autonomy satisfaction (i.e. option 
choice; Reeve et al., 2003). Future replications of the present study may need to ensure that 
WKHPHDVXUHRIDXWRQRP\WDSVGLUHFWO\LQWRSXSLOV¶YROLWLRQDQGEHKDYLRXUDORZQHUVKLSDV
opposed to their behavioural choice for school activities.    
Group Differences in Classroom Performance, Motivation, Well-Being and Ill-Being    
As proposed by hypothesis 2a, the satisfied group displayed the most adaptive 
outcomes. This group was rated the highest in classroom performance by their teachers, 
reported the highest well-being and autonomous motivation, and lowest levels of ill-being. In 
other words, these pupils seem more likely to value classroom activities, be more attentive, 
experience positive feelings and energy and ultimately perform better in class. These findings 
are concordant with BPNT evidence that have shown pupil psychological need satisfaction is 
associated with pupil well-being (e.g., Tian, Chen, & Huebner, 2014), social functioning 
(e.g., Ratelle & Duchesne, 2014; Saeki & Quirk, 2015), autonomous motivation (e.g., 
Standage et al., 2005), engagement (e.g., Opdenakker & Minnaert, 2014) and school 
achievement (Badri et al., 2014). The present evidence adds additional validity to these 
variable-centred findings, highlighting that pupils reporting a satisfied psychological need 
profile will function better psychologically and academically in classrooms.   
In contrast to the satisfied group, the dissatisfied group were rated the lowest in 
classroom performance by their teachers, reported the lowest levels of well-being and 
autonomous motivation, and experienced the highest levels of ill-being. These pupils seem 
more likely to de-value classroom activities, achieve poorer performance, experience 
classrooms as highly stressful and negative contexts, and be void of positive feelings and 
energy. These associations confirm hypothesis 2b, and are in line with BPNT proposals of the 
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darker side of pupil functioning associated with a lack of psychological need satisfaction 
(Vansteenkiste & Ryan, 2013). Previous evidence has found that need dissatisfaction, or 
worse need frustration, to be associated with deleterious outcomes of ill-being (Bartholomew 
et al., 2011), anger (Hein, Koka, Hagger, 2015), controlled motivation (Haerens et al., 2015), 
unsatisfying learning experiences (Jang et al., 2009) and school disengagement (Jang et al., 
2016). The present person-centred findings emphasise that pupils experiencing a dissatisfied 
profile, which has low satisfaction in all three psychological needs, will struggle 
psychologically and academically in classrooms. Of concern for the schools in the present 
sample, nearly a third of pupils in the sample displayed this unfavourable type of profile. 
From a teaching perspective, this group may represent the greatest risk for classroom 
disruption, emotional outbursts, or school disengagement (Hein et al., 2015; Jang et al., 
2016).  
The competent and related groups, that were relatively high in only one need, reported 
similar but moderate outcomes of well-being, motivation and ill-being. Thus, it seems that the 
high satisfaction of one need may compensate for deficits in other needs and allow pupils to 
experience some positive feelings, autonomous motivation and slight reductions in ill-being. 
Still both these groups showed substantially less adaptive outcomes than the satisfied group. 
The exception being in teacher rated performance, whereby the competent group were rated 
higher than the related group and only marginally lower than the satisfied group. Thus similar 
to prior evidence (Hardre & Reeve, 2003; Jang, et al., 2009), groups higher in competence 
satisfaction seemed to be rated higher in classroom performance. It should be noted that the 
effect size for the group differences in classroom performance were small which may indicate 
that classroom performance is influenced by additional factors other than psychological need 
satisfaction. Extending the work by Sheldon and Niemiec (2006), the less adaptive outcomes 
of the related and competent groups, compared to the satisfied group, accentuate the necessity 
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for pupils to not only experience equal satisfaction in all three needs but that this satisfaction 
is high in quantity.  
In regards to the proposal that no group would display adaptive outcomes if reporting 
low competence satisfaction (hypothesis 3), it is notable that WKHGLVVDWLVILHGJURXS¶VVFRUHLQ
competence satisfaction was the furthest below the overall mean score. The satisfaction of 
pupil competence has been shown an important psychological need for academic grades 
(Jang et al., 2009), pupil effort (Taylor & Lonsdale, 2010) and school well-being (Véronneau 
et al., 2005). In this regard, the competent group were still able to report moderate levels of 
adaptive outcomes despite particularly low levels of autonomy. It is striking that nearly two 
thirds of the present pupil sample reported a dissatisfied or competent profile. Neither group 
reported particularly high autonomy or relatedness satisfaction but revealed large differences 
in competence satisfaction. This suggests that, for many pupils in the present sample, school 
classrooms are not environments in which they experience volition or close supportive 
UHODWLRQVKLSV,QVXFKFRQWH[WVSXSLOV¶H[SHULHQFLQJDODFNRIFRPSHWHQFHVDWLVIDFWLRQPD\ be 
at particular risk of ill-being, none self-determined motivation and poor academic 
performance. Yet, optimal school functioning will not be facilitated by competence 
satisfaction alone but requires the accompanying satisfaction of both autonomy and 
relatedness (see difference between satisfied and competent group).   
Implications of Findings 
The present study is one the first to use a person-centred methodology to cluster 
pupils based on all three psychological needs. From a theoretical perspective, these pupil-
orientated findings add further validity to the proposition that all three needs are required for 
optimal psychological development (Deci & Ryan, 2000). Two pupil groups were found to 
have relatively high levels of satisfaction in a single need but this satisfaction was to a lesser 
degree than the satisfied group. Although pupils will experience each psychological need 
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independently, apparent connectivity between the needs may mean that the optimal 
satisfaction of each need will be experienced when the other two needs are also satisfied. 
Conversely, the dissatisfaction of each need may be highest when pupils experience a lack of 
VDWLVIDFWLRQLQDOOWKUHHQHHGVVLPXOWDQHRXVO\7KXVLWVHHPVIXQGDPHQWDOWKDWSXSLOV¶
experience the satisfaction of all three needs, rather than one in isolation, during secondary 
school (Niemiec & Ryan, 2009).         
 From an applied perspective, the identification of distinct pupil groups may be 
informative for future teaching practice within schools. Specifically, the findings may help 
recognise pupils that have specific psychological need deficits that could be addressed with 
targeted teaching strategy. For instance, the competent group may require specific autonomy 
supportive teaching to help enhance their low autonomy satisfaction. Effective autonomy 
supportive teaching will adopt a tone of pupil understanding and opinion, rather than pressure 
and teacher-focus (Jang, Reeve, & Halusic, 2016; Smit, Brabander & Martens, 2014). Such 
environments would welcome pupil opinion and negative expression, offer patience toward 
pupil learning, avoid controlling language, emphasise the relevance of activities, and only 
RIIHUFKRLFHWKDWLVUHOHYDQWWRSXSLO¶VSHUVRQDOJRDOVHJDOORZLQJWKHPWRFRPSOHWHZRUNLQ
a preferred manner; Assor et al., 2002; Katz & Assor, 2007; Reeve, 2016). In addition, 
teaching strategies that provide structure are central to supporting pupil competence (Connell 
& Wellborn, 1991). The provision of structure involves clear communication to pupils 
regarding teacher expectations, how to achieve desired classroom outcomes, and 
consequences for their behaviour, along with the avoidance of overly critical pupil appraisals 
(Wang & Eccles, 2013). Given the high prominence of pupils found in the competent group, 
however, it is important that structure is not provided without autonomy support (Jang et al., 
2010). Pupils in the dissatisfied group may also benefit initially from teaching that offers both 
competence and autonomy support together (e.g., Hospel & Galand, 2016).     
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The satisfaction of relatedness satisfaction is fostered by teachers offering strategies 
of interpersonal involvement (Skinner & Belmont, 1993). Involvement strategies concern the 
GHJUHHRIHPRWLRQDOVXSSRUWDQGFRQVLGHUDWLRQVKRZQLQUHJDUGVWRSXSLOV¶ feelings and 
opinions in class. It is important that this involvement is provided not only by the teacher, but 
is also monitored and encouraged between pupils (Ruzek, Hafen, Allen, Gregory, Mikami, & 
Pianta, 2016). It is noteworthy that higher reports of autonomy satisfaction coincided with 
higher reports of relatedness satisfaction across every pupil group (for comparable links 
between these two needs, see Gillison et al., 2008; Noom et al., 1999). Autonomy supportive 
teaching comprises aspects similar to involvement strategies, such as interpersonal sentiments 
WKDWFRQVLGHUSXSLOV¶IHHOLQJVDQGSHUVSHFWLYH5HHYH The affiliation between 
the two needs may indicate that incorporating autonomy supportive strategies may facilitate 
WKHVDWLVIDFWLRQRISXSLOV¶DXWRQRP\DQGUHODWHGQHVV In summary, optimal pupil need 
satisfaction will likely occur when teachers offer strategies of both structure and interpersonal 
involvement in an autonomy supportive manner (e.g., Reeve, 2006).  
Limitations and Directions for Future Research   
The current findings provide some useful insights that advance the application of 
BPNT with young adolescent pupils. To avoid reliance on pupil self-report measures, and 
reduce potential common method variance (Podsakoff, MacKenzie, Lee, & Podsakoff, 2003), 
the present study oEWDLQHGWHDFKHUUDWLQJVRISXSLOV¶FODVVURRPDWWHQWLYHQHVVDQG
achievement. Future work may consider the addition of observed ratings of pupil 
attentiveness (see Hafen, Allen, Mikami, Gregory, Hamre, & Pianta, 2012) and school 
recorded attainment grades to SURYLGHDPRUHFRPSOHWHDVVHVVPHQWRISXSLOV¶FODVVURRP
performance. Furthermore, it is understood that school classrooms are not the only contexts 
that may influence pupils' psychological needs. Future person-centred BPNT studies could 
investigate if pupils clustered within specific groups predominately come from similar family 
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or socio-economic backgrounds. Such investigations may help detect specific pupil types that 
represent a higher risk for maladaptive psychological need profiles at school.         
Conclusions 
         The present study adopted a person-centred approach, identifying four distinct pupil 
profiles based upon the satisfaction of their psychological needs of autonomy, competence, 
and relatedness. The findings not only emphasise that the satisfaction of all three 
psychological needs are required for optimal pupil development but that the optimal 
satisfaction of each need may require the satisfaction of the other two need simultaneously. 
Furthermore, the psychological need for competence may EHIXQGDPHQWDOWRSXSLOV¶
psychological and academic functioning but that this needs to be accompanied by experiences 
of relatedness and autonomy satisfaction. The present findings may also provide valuable 
practical insights into distinct psychological need deficits that some pupils may experience. 
Educators may need WRLQYHVWLJDWHHIIHFWLYHPHWKRGVWREHVWVXSSRUWSXSLOV¶VDWLVIDFWLRQRIDOO
three psychological needs within school classrooms. Consequently, the profiling of pupils 
based upon their psychological needs may provide useful insights into the future development 
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existence of a decline in school grades following a summer vacation period has highlighted 
that pupil grades may typically fluctuate over the course of multiple school years (Alexander 
et al., 2007). Despite this knowledge, few studies have explored the potential psychological 
correlates of dynamic school attainment patterns. Grounded by basic psychological need 
theory, the present longitudinal analysis was used to investigate if pupil differences in the 
satisfaction of autonomy, competence and relatedness may distinctively explain temporal 
change and the summer decay of pupil grades. Participants were 378 secondary school pupils 
from a single comprehensive school in the United Kingdom. Pupils completed self-report 
questionnaires at five time points across two school years, with school grades collected from 
official school records. Hierarchal growth modelling revealed that pupil differences in 
competence satisfaction predicted increases in school grades over the course of the school 
year. DLIIHUHQFHVLQSXSLOV¶UHODWHGQHVVVDWLVIDFWLRQDWVFKRROwere found to buffer the 
summer decay of SXSLOV¶VFKRROJUDGHVIn contrast, autonomy satisfaction did not to predict 
changes in pupil attainment or the summer decay of school grades. The findings outline 
distinct processes associated with each psychological need in predicting pupil attainment 
patterns across different school years. Such evidence may provide valuable insights for 
educators striving to enhance pupil grades over multiple school years.  
 







The early years of young adolescent schooling can be pivotal in deYHORSLQJSXSLOV¶
academic initiative, engagement and attainment (Danielsen, Wiium, Wilhelmsen, & Wold, 
2010; Li & Lerner, 2011; Riglin et al., 2013). In particular, the sustainment of early academic 
attainment can be fundamental in guiding young adolescents towards flourishing at school 
(e.g., Poorthuis et al., 2015). However, ample evidence has emerged of a seasonal pattern in 
which school grades typically decline following the summer vacation (Alexander et al., 2001; 
Barkoukis et al., 2014; Cooper et al., 7KHSUHVHQWVWXG\LQYHVWLJDWHVZK\WKLVµVXPPHU
GHFD\¶DQGJHQHUDOWHPSRUDOSDWWHUQVPLJKWRFFXUE\DVNLQJZKHWKHUSXSLOV¶VFKRRO
attainment can be predicted by proposed basic psychological needs. This is important as this 
seasonal decline may exacerbate existing attainment gaps between high and average 
achieving pupils (Rambo-Hernandez & McCoach, 2015), and pupils from varying socio-
economic backgrounds (Alexander et al., 2007). Identifying potential psychological 
FRUUHODWHVRIDµVXPPHUGHFD\¶DQG temporal attainment patterns may provide valuable 
insights into maintaining early pupil academic attainment.    
Basic psychological needs theory (BPNT; Ryan & Deci, 2002) postulates that all 
individuals have three innate psychological needs for autonomy, competence and relatedness 
that are essential for optimal development and growth. The need for autonomy refers to the 
extent one feels a sense of ownership and volition over their behaviour (deCharms, 1968). 
The need of competence refers to the experience RIEHLQJHIIHFWLYHZLWKLQRQHV¶HQYLURQPHQW
DQGWRZDUGVRQH¶VRZQJRDOV:KLWH)LQDOO\WKHQHHGIRUrelatedness refers to the 
requirement for close, interpersonal relationships and feelings of connection with significant 
others (Baumeister & Leary, 1995). When satisfied these psychological needs have been 
found to be the catalyst for self-determined motivation and academic engagement (e.g. Chen, 
2014; Opdenakker & Minnaert, 2014; Raufelder et al., 2015; Standage et al., 2005; Taylor & 
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Ntoumanis, 2007), whereas the frustration of these needs has been shown to lead to 
amotivation and school disengagement (Haerens et al., 2015; Jang et al., 2016). Thus, pupils 
are more likely to adaptively function, persist and absorb themselves in school activities 
when they experience satisfaction of their psychological needs (Niemiec & Ryan, 2009). 
In addition to adaptive motivation and affections, the satisfaction of these three 
SV\FKRORJLFDOQHHGVLVDOVRWKHRULVHGWROHDGWRRQH¶VRSWLPDOSHUIRUPDQFH'HFL	5\DQ 
2000). Indeed, tKHVDWLVIDFWLRQRISXSLOV¶SV\FKRORJLFDOQHHGVKDYHEHHQDVVRFLDWHGZLWK
higher school attainment when all three needs were combined into a composite variable 
(Badri et al., 2014). When considering the role of each need individually, substantial 
evidence has shown the performing enhancing potential associated with the satisfaction of 
HDFKQHHG)RUH[DPSOHSXSLOV¶FRPSHWHQFHVDWLVIDFWLRQKDVbeen linked with better study 
strategies, the dealing of academic demands and increased effort at school (e.g. Durik, Vida, 
& Eccles, 2006; Ratelle & Duchesne, 2014; Taylor & Lonsdale, 2010). Likewise, both 
autonomy and relatedness satisfaction have been associated with increased engagement at 
school (Furrer & Skinner, 2003; Jang et al., 2012), with relatedness particularly important for 
help-seeking behaviours at school (Marchand & Skinner, 2007). Collectively, these findings 
highlight potential mechanisms between the satisfaction of each psychological need and 
higher school attainment.    
Nonetheless, empirical findings regarding the association between each need and 
actual academic performance are inconsistent. For instance, comparable with other research 
(e.g., Hardre & Reeve, 2003; Miserandino, 1996), competence satisfaction was shown to 
consistently predict school grades of Korean pupils in three separate studies (studies 2, 3 and 
4; Jang et al., 2009). Yet autonomy satisfaction only predicted grades in one of these studies 
and relatedness had no association in any of the three studies. Contrary to JDQJHWDO¶V
findings, longitudinal evidence has shown relatedness satisfaction and emotional support to 
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be been linked with higher future pupil achievement (e.g., Furrer & Skinner, 2003; Song, 
Bong, Lee, & Kim, 2015). Further studies have revealed greater inconsistencies with 
autonomy satisfaction as some studies revealed a positive (e.g., study 2; Jang et al., 2009) and 
others a negative (Isakson & Jarvis, 1999) relationship with school attainment. This negative 
relationship, however, may be explained by autonomy being conceptualised as SXSLOV¶
independent decision-making and self-reliance away from parents (Isakson and Jarvis, 1999). 
Previous literature (e.g., Assor et al., 2002; Katz & Assor, 2007), and indications from the 
previous chapter, highlighted that perceived choice over behaviour may not be autonomy 
enhancing, and could even be detrimental to academic and behavioural functioning, if the 
choice is not meaningful to their goals and personal preferences. From a BPNT perspective, 
perceived choice will enhance autonomy when it provides pupils with a sense of volition (i.e. 
psychological freedom) and ownership of their own behaviour (e.g., allowing pupils choice 
over to complete work in a preferred method; Reeve et al., 2003). In view of these generic 
inconsistencies, further investigation seems required regarding the relationships between each 
psychological need and pupil attainment. 
Longitudinal examinations between psychological need satisfaction and school 
attainment are scarce, with most studies focusing on indices of academic engagement (e.g., 
Marchand & Skinner, 2007; Yu, Li, & Zhang, 2015) or well-being (e.g., Tian, Chen, & 
Huebner, 2014; Véronneau et al., 2005). One exception found that pupil autonomy 
satisfaction mid-way through a school VHPHVWHULQGLUHFWO\SUHGLFWHGSXSLOV¶ILQDOVHPHVWHU
grades as a consequence of higher school engagement; however, this study did not assess 
competence or relatedness, nor changes in attainment patterns over time (Jang et al., 2012). 
Based on this limited evidence, the examination of whether the satisfaction of basic 
psychological needs is associated with change in attainment over a period of time may 
uncover valuable theoretical and practical insights for the advancement of BPNT in 
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adolescent schooling. Exploring change is a fundamental element of investigating any 
dynamic process that is often overlooked, and may be particularly important during young 
adolescence given the biological and cognitive developments pupils will experience 
(Steinberg, 2005; Wigfield, Byrnes, & Eccles, 2006). Trajectories in academic attainment 
UHSUHVHQWDXVHIXOLQGLFDWRURIFKLOGUHQ¶VJURZWKDQd development that is hypothesised to 
occur as a result of psychological need satisfaction, as well as being an important educational 
outcome in its own right (Riglin et al., 2013).  
In addition, the present longitudinal study allows the investigation of potential 
protective properties of psychological need satisfaction in reducing the commonly observed 
µVXPPHUGHFD\¶HJ&RRSHUHWDO996). Observations of attainment patterns (e.g., 
Barkoukis et al., 2014) indicate that the summer decay of pupil grades derives from a lengthy 
vacation away from school. A growing number of studies have illustrated that pupils higher 
in psychological need satisfaction typically display sustained school engagement (Marchand 
& Skinner, 2007; Opdenakker & Minnaert, 2014; Yu et al., 2015) and better academic 
adjustment  over time (Ratelle & Duchesne, 2014). Yet no BPNT study has explored if pupils 
experience of psychological need satisfaction may help reduce the summer decay of grades, 
despite substantial evidence of its existence. Previous authors have insinuated that time 
within school may play a compensatory role in bridging disparities that may exist between 
pupils outside school (e.g., low socio-economic status; Downey, Hippel, & Broh, 2004). 
SpecificallySXSLOV¶IHHOLQJVRIFRQQHFWHGQHVVDWVFKRROKDYHEHHQVKRZQWREXIIHU
delinquent behaviour associated with negative family relations (Loukas, Roalson, & Herrera, 
2010), as well as offering a protective resource against poor social and academic adjustment 
(Baker, 2006). Furthermore, both autonomy and relatedness satisfaction but not competence 
were found SUHGLFWLYHRISXSLOV¶TXDOLW\RIOLIHduring the transition between the elementary 
and middle school (Gillison et al., 2008). SXFKHYLGHQFHVXJJHVWVWKDWSXSLOV¶H[SHULHQFHRI
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autonomy and relatedness satisfaction may help their academic and behavioural functioning 
even after a period away from school or aversive contexts outside of school. It is still unclear, 
however, if these protective mechanisms translate to the summer decline in school grades. 
Given the prominence for schools to reduce attainment deteriorations, investigating if the 
satisfaction of psychological needs at school reduce the summer decline of pupil grades may 
prove valuable for sustaining pupil attainment over multiple years.  
Study Overview  
The current study aims to enhance understanding of the potential underlying 
psychological correlates IRUDµVXPPHUGHFD\¶DQGPRUHJHQHUDOFKDQJHVLQDFDGHPLF
attainment. Specifically, the present research represents one of the first longitudinal 
investigations of how pupil differences in autonomy, competence and relatedness satisfaction 
may predict changes in objective school attainment (i.e., school grades). In the first instance, 
it was sought to clarify that a summer decay and general variance in attainment existed within 
the present sample. Next, the investigation explored if pupil differences in each psychological 
need explained changes in school attainment patterns over a two year period that included a 
summer vacation period.  
Based on previous cross-sectional evidence (Miserandino, 1996; Hardre & Reeve, 
2003), it is proposed WKDWSXSLOV¶FRPSHWHQFe satisfaction may be important in predicting 
LQFUHDVHVLQSXSLOV¶VFKRROJUDGHVRYHUWKHFRXUVHRIWKHVWXG\K\SRWKHVLV. Equally, 
previous findings have shown relatedness satisfaction to predict future academic grades 
(Furrer & Skinner, 2003). Thus it is proposed that relatedness satisfaction may also predict 
increases in school grades (hypothesis 2). In regards to autonomy, previous evidence has 
shown autonomy satisfaction to predict future school grades, albeit indirectly via school 
engagement (Jang et al., 2012). Extrapolating from this evidence, it is hypothesised that 
autonomy satisfaction may also predict increases in school grades over time (hypothesis 3). 
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With this said, the measurement items for autonomy in this study replicate those used in 
ChDSWHUDQGSUHGRPLQDWHO\WDSLQWRSXSLOV¶SHUFHLYHGchoice for school activities. In light of 
the negative relations found between autonomy and attainment (e.g., Isakson & Jarvis, 1999), 
it may be that the current measure of autonomy has no or negative relations with school 
grades over time.       
No analysis to date has been used to explore the relationship between SXSLOV¶
psychological needs and the summer decay in pupil attainment, and therefore specific 
hypothesis are difficult to determine. Extrapolating on previous evidence regarding the 
buffering qualities of school connectedness (e.g., Baker, 2006; Loukas, Roalson, & Herrera, 
2010), and the importance of relatedness and autonomy IRUSXSLOV¶ school transitions (e.g., 
Gillison, et al., 2008), it may be that both autonomy and relatedness satisfaction help reduce 
the summer decay of school grades following a summer vacation. This is speculative at this 
stage and will be investigated directly in the present research. Taken in its entirety, the 
present study aims to provide a thorough examination of the extent pupil differences in 
psychological need satisfaction can predict the dynamic trajectories of school attainment over 
two school years.     
Method  
Participants 
         Participants in the study were 378 secondary school pupils (208 male; 170 female; mean 
age = 12.11 years, SD = 0.90 years, age range = 11 ± 14 years), from a state-funded, selective 
school in the United Kingdom. All pupils were in either Year 7 (n=292) and 8 (n=86). Ethnicity 
was predominately White English (87%), with Asian (4%), Arabic (1%), Black African (5%), 
and other (3%). Nineteen pupils had English as an additional language, rather than their native 
language. Across the sample, 130 pupils (34%) were registered as having a specified Special 
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Education Need (e.g. learning difficulty; Autistic Spectrum Disorder; behaviour, emotional and 
social difficulties).  
Procedure 
          )XOOHWKLFDODSSURYDOZDVREWDLQHGIURPWKHSULQFLSDOUHVHDUFKHU¶VXQLYHUVLW\HWKLFV
committee. The study was conducted over a year and a half, across two different academic 
years. The study involved five separate data collections. The first data collection was 
conducted in the final term of the first academic year and, therefore, these pupils were 
available for the full five time points. Subsequent to the summer vacation, pupils from a new 
pupil cohort joined at the beginning of the next academic year, and were available for four 
data collections. These additional students account for the increase in pupil numbers between 
time points 1 and 2 (see Table 3.1). Data at time point 2 was collected six weeks into the new 
academic year, following the summer holiday, to allow pupils to accustom themselves with 
the school and complete early school assignments. The remaining three data collections were 
conducted at the end of each school term in the second academic year (i.e. the winter, spring, 
and summer terms).  
Prior to the study commencing, parental opt-out forms provided to enable parents to 
indicate if they did not wish for their child to participate (see Appendix I). Four parents opted 
their child out of the study. Pupils were provided with details of the study, both verbally and 
in writing, and provided written assent to confirm their willingness to participate (see 
Appendix J). Pupil questionnaires were administered by the principal researcher at the 
beginning of a school lesson and collected in the same lesson, taking approximately ten 
minutes to complete (see Appendix K). To avoid potential over-estimation associated with 
self-report data, particularly with lower ability pupils (Kuncel, Crede, & Thomas, 2005), 




        Autonomy. $XWRQRP\ZDVPHDVXUHGXVLQJVL[LWHPVHJ³,KDYHDVD\UHJDUding what 
VNLOOV,ZDQWWROHDUQ´GHULYHGIURPSUHYLRXVUHVHDUFKZLth young adolescents (Standage et 
al.7KHVWHPXVHGZDV³:KHQDWVFKRRO´DQGUHVSRQVHVZHUHUDWHGRQDSRLQW
scale, ranging from 1 (not at all true) to 7 (very true). This six item questionnaire has 
GHPRQVWUDWHGJRRGLQWHUQDOFRQVLVWHQF\Į 6WDQGDJHHWDO 
         Competence. &RPSHWHQFHZDVPHDVXUHGXVLQJILYHLWHPVHJ³,WKLQN,DPSUHWW\JRRG
DWDFWLYLWLHVLQWKLVFODVV´IURPWKH3HUFHLYHG&RPSHWHQFH subscale of the Intrinsic 
Motivation Inventory (McCauley et al., 1989). Items were adapted to a school context, rather 
WKDQJHQHULFDFWLYLWLHV)RUH[DPSOH³,DPVDWLVILHGZLWKP\SHUIRUPDQFHDWWKLVWDVN´ZDV
PRGLILHGWR³,DPVDWLVILHGZLWKP\SHUIRUPDQFHDWVFKRRO´5HVSRQVHVZHUHUDWHGRQD
point scale, ranging from 1 (not at all true) to 7 (very true). The original subscale 
GHPRQVWUDWHGJRRGLQWHUQDOFRQVLVWHQF\Į McCauley et al., 1989). 




YHU\WUXH7KHRULJLQDOVFDOHGHPRQVWUDWHGJRRGLQWHUQDOFRQVLVWHQF\Į= .85-.94; Richer & 
Vallerand, 1998).     
          School Attainment. 3XSLOV¶WHUPO\JUDGHVIRUWKHFRUHVXEMHFWVRI(QJOLVK0DWKVDQG
Science were obtained from official school records. Pupils were graded based upon a numeric 
achievement level, ranging from the lower Level 1 up to the higher Level 8. Pupils that had 
transitioned into Year 9 by the end of the study were then graded based upon 8 letter grades 
(i.e. A*, A, B, C, D, E, F, U). To standardise all pupil attainment, all letter grades were 
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converted to the respective numeric level (i.e. A*  8 3XSLO¶VVFRUHVDFURVVWKHWKUHH
subjects were then averaged to create an overall school attainment composite for each pupil.     
Data Analysis  
Using MLwiN software (version 2.31: Rashbash, Steele, Browne, & Goldstein, 2014), 
hierarchical growth modelling was conducted to test whether psychological need satisfaction 
predicted changes in attainment. Hierarchical growth modelling is well-suited for 
longitudinal analysis, given that repeated measures of need satisfaction and attainment (time 
varying Level 1) were nested within pupils (time invariant Level 2; Curran & Bauer, 2011; 
Peugh, 2010). Prior to hypothesis testing, separate intercept-only models were constructed for 
all study variables (i.e. no predictor variables) to calculate the explained variance in each 
variable at both levels (i.e., intraclass correlation coefficients; Hox, 2010). Next, 
unconditional growth models were constructed to clarify the existence of linear changes in 
pupil attainment and summer decay. General linear changes in attainment were modelled 
using a linear time variable centred on the first time point (i.e. equal to zero). Step changes in 
attainment over the summer vacation (i.e., summer decay) were modelled by including a 
binary variable where 0 represented attainment before the summer break and 1 represented 
attainment after the summer vacation. The intercept of these growth models could be 
interpreted as attainment at the beginning of the study, with the two slope coefficients 
representing linear and summer changes in attainment, respectively. The slope coefficients 
were considered as fixed (i.e., changes in attainment are uniform across the sample) and 
random effects (i.e., changes in attainment differs across the sample).  
Conditional growth models were then constructed to test if satisfaction of each 
psychological need could explain changes in school attainment. This was achieved by adding 
time × need satisfaction interactions, and the associated main effect, to the unconditional 
growth models described above. The influence of each psychological need on linear change 
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and summer decay were explored separately and then simultaneously, leading to a total of 
nine models. In other words, three models for each need; one including × time interaction, 
another including × summer interaction, and a final model including interactions with both 
conceptualisDWLRQVRIFKDQJH3XSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQZDVDYHUDJHGDFURVV
time and grand mean centred (Enders & Tofighi, 2007). This provided an accurate estimation 
of whether individual differences in psychological need satisfaction predict intra-individual 
changes in attainment (Raudenbush & Bryk, 2002). As the first time point was centred at a 
value of zero, mean psychological need satisfaction could be interpreted as predicting 
attainment at the beginning of the study. Discovery of a significant interaction was followed 
up by a simple slope analysis (Preacher, Curran, & Bauer, 2006) to plot the extent of the 
slope variations using values 1 standard deviation above and below the mean of each 
predictor (Cohen, 1983). In the event of multiple significant interactions, differences in -
2*log likelihood values and chi-squared distribution were calculated to identify the best 
fitting model to plot (Rashbash, et al., 2014).  
Results 
Completion Rate 
          Of the full sample, 27 pupils (7%) provided data for all five time-points; 249 pupils 
(66%) completed four time-points; 63 pupils (17%) completed three time-points; 21 pupils 
(6%) completed two time points, and 18 pupils (5%) completed one data collection. In 
general, participants did not participate at a time point due to absence, rather than a refusal to 
participate. Nevertheless, an advantage of hierarchical growth modelling is that it is able to 
manage unbalanced data sets and therefore does not require equal number of participant 
responses at each time point.  
Descriptive Statistics  
)RULQIRUPDWLRQPHDQVVWDQGDUGGHYLDWLRQV&URQEDFK¶VDOSKDFRHIILFLHQWVDQG
intraclass correlations (ICCs) for all measurement scales at each time point are presented in 
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Table 3.&URQEDFK¶VDOSKDFRHIILFLHQWV for all self-report variables demonstrated acceptable 
internal consistency. Intercept only models revealed that between 35 and 66% of variance in 
WKHVWXG\YDULDEOHVZHUHDWWULEXWDEOHWRSXSLOV¶LQWHUSHUVRQDOGLIIHUHQFHVWKHUHIRUHEHWZHHQ
34 and 65% of the variance ZDVDWWULEXWDEOHWRSXSLOV¶LQWUDSHUVRQDOFKDQJH7KLVLQGLFDWHV
that variance exists at both levels and justifies our use of multilevel modelling (Curran & 
Bauer, 2011). For information and possible future meta-analytic analysis, Table 3.2 shows the 
bivariate correlations between the study variables across all five time-points.  
Trajectories of Change in School Attainment  
Table 3.3 shows the results of unconditional growth models and depicts change in 
attainment. School attainment generally increased over the course of the study and this trend 
was uniform across our sample. Attainment also decreased on average following the summer 
holidays, but some pupils declined more than others. As depicted in Figure 1, this clarifies the 
existence of linear changes in attainment and a summer decay (i.e. at time point 2 following 
the summer holiday) in our sample.  
Does Psychological Need Satisfaction Explain Growth in Attainment and Summer 
Decay?  
 Table 3.3 depicts the interactions with time and summer break, and respective main 
effects, for each psychological need. Mean differences in competence satisfaction were found 
to significantly predict school attainment at the start of the study. Confirming hypothesis 1, 
differences in competence satisfaction were found to significantly predict linear changes in 
attainment over the course of the study but did not explain the summer decay of attainment 
grades following the summer vacation. Simple slopes analysis for the competence × time 
interaction is illustrated in Figure 2, revealing pupils higher in competence satisfaction 
performed better and demonstrated greater increases in attainment over the course of the 
school year (high competence satisfaction: b = . 0.161, p < .001; low competence satisfaction: 
b = 0.111, p = < .001). Separate significant time and summer interactions were found with 
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relatedness satisfaction, but only the × summer interaction remained significant when both 
interactions were included simultaneously. Differences in -2*log likelihood values revealed 
that inclusion of both interactions did not yield a better fitting model and illustrated 
relatedness × summer interaction model to be the best model. Figure 2 shows the simple 
slopes analysis of this interaction. Partly confirming hypothesis 2, pupils higher in relatedness 
satisfaction did show increases in attainment over time but that this was due to demonstrating 
less deterioration in school grades following the summer vacation (high relatedness 
satisfaction: b = -0.4733, p < .001; low relatedness satisfaction: b = -0.9207, p < .001). 
Simple slopes analysis of this interaction is depicted in Figure 3. Refuting hypothesis 3, 
however, autonomy satisfaction was found not predict school attainment at the beginning of 







'HVFULSWLYH6WDWLVWLFV&URQEDFK$OSKD¶VDQG Intraclass Correlations Coefficients (ICCs)  
 
 
 Time 1 (n=183) Time 2 (n=241) Time 3 (n=327) Time 4 (n=331) Time 5 (n=298)  
Variable Range M SD Į M SD Į M SD Į M SD Į M SD Į ICC 
Self-Report Data  
        
       
 
   Autonomy 1-7 3.93 1.10 .66 3.92 1.07 .64 3.68 1.11 .72 3.57 1.16 .77 3.58 1.13 .80 .50 
   Competence 1-7 5.16 0.97 .71 4.97 1.01 .68 4.99 1.01 .75 4.70 1.06 .75 4.79 1.08 .80 .50 
   Relatedness 1-7 4.74 1.35 .86 4.84 1.19 .80 4.52 1.26 .85 4.10 1.37 .87 4.20 1.37 .90 .55 
School Record Data                  
   Attainment  1-8 4.98 1.01 - 4.49 0.68 - 4.57 0.99 - 4.77 0.89 - 4.92 0.98 - .66 
Note. &URQEDFK$OSKD¶VFRXOGQRWEHFRPSXWHd for school recorded data on attainment.  
Table 3.2 
The Distribution of Bivariate Correlations Between Study Variables Across All Time Points 
 1 2 3 4 5 
1. Autonomy -     
2. Competence .41** ~ .55** -    
3. Relatedness .55** ~ .68** .48** ~ .60** -   
4. Attainment -.03 ~ .15* .14** ~ .35** -.11 ~ .30** -.43** ~ -.26** - 




Psychological Needs - Attainment Relations ± Interactions With Time & Summer Break 
 Competence Interactions Relatedness  Interactions Autonomy  Interactions 
 
Time Summer Both Time Summer Both Time Summer Both 
 ȕ SE ȕ SE ȕ SE ȕ SE ȕ SE ȕ SE ȕ SE ȕ SE ȕ SE 
Fixed Effects                   
Intercept 5.01 0.07** 5.01 0.07** 5.01 0.07** 5.02 0.07** 5.00 0.07** 5.00 0.07** 5.02 0.07** 5.02 0.07** 5.02 0.07** 
Time .14 0.01** .14 0.01** .14 0.01** .14 0.01** .14 0.01** .14 0.01** .14 0.01** .14 0.01** .14 0.01** 
Summer  -.71 0.08** -.71 0.08** -.71 0.08** -.72 0.08** -.70 0.08** -.69 0.08** -.72 0.08** -.72 0.08** -.72 0.08** 
Mean Competence    .27 0.05** .37 0.09** .39 0.09** - - - - - - - - - - - - 
Mean Relatedness  - - - - - - .05 0.04 -.08 0.06 -.08 0.06 - - - - - - 
Mean Autonomy - - - - - - - - - - - - .03 0.05 -.03 0.08 -.03 0.08 
Competence × Time .03 0.01** - - .03 0.01** - - - - - - - - - - - - 
Relatedness  × Time - - - - - - .02 0.01* - - .01 0.01 - - - - - - 
Autonomy  × Time - - - - - - - - - - - - .01 0.01 - - .01 0.01 
Competence × Summer  - - -.10 0.09 -.16 0.09 - - - - - - - - - - - - 
Relatedness  ×  Summer  - - - - - - - - .20 0.07** .18 0.07** - - - - - - 
Autonomy  ×  Summer  - - - - - - - - - - - - - - .09 0.08 .08 0.09 
Random Effects                   
Intercept .78 0.09** .77 0.09** .78 0.09** .87 0.10** .84 0.10** .84 0.10** .86 0.10** .86 0.10** .86 0.10** 
Slope (Time) .00 0.00 .01 0.00 .00 0.00 .00 0.00 .01 0.00 .00 0.00 .00 0.00 .00 0.00 .00 0.00 
Slope (Summer) .92 0.15** .90 0.15** .90 0.15** .93 0.15** .90 0.15** .89 0.15** .92 0.15** .92 0.15** .92 0.15** 
Level 1 Error .12 0.01** .12 0.01** .12 0.01** .12 0.01** .12 0.01** .12 0.01** .12 0.01** .12 0.01** .12 0.01** 
-2*log likelihood 2391.27 2396.64 2388.47 2428.34 2422.75 2421.35 2434.41 2433.86 2433.64 
Note. *p<.05, **p<.001 
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Figure 1. Trajectory of change in average pupil attainment patterns 
over time and following the summer break (i.e. at time point 2). 
Figure 3. Differences in pupil relatedness satisfaction predicting 
changes in school attainment over the course of the summer break. 
Figure 2. Pupil differences in competence satisfaction predicting 




The present study provides a longitudinal examination of how interpersonal 
GLIIHUHQFHVLQWKHVDWLVIDFWLRQRISXSLOV¶DXWRQRP\FRPSHWHQFHand relatedness may predict 
temporal attainment patterns, as well as buffer against an apparent summer decay (Cooper et 
al., 1996). Similar to previous attainment patterns (Barkoukis et al., 2014), pupil grades in the 
present study were found to gradually increase over the school year but showed evidence of a 
summer decay at the start of the new academic year (Downey et al., 2004). Our findings 
expand previous knowledge (e.g., Alexander et al., 2001), illustrating that competence 
satisfaction may be the driving impetus for pupil increases in school grades over the course of 
the school year but that these effects may not buffer against the summer decay of attainment. 
AOWKRXJKSXSLOV¶UHODWHGQHVVVDWLVIDFWLRQPD\OHDGWRLQFUHDVHGDWWDLQPHQWRYHUWLPHWKLV
seHPVWRGHULYHIURPSURWHFWLYHSURSHUWLHVWKDWVKLHOGSXSLOV¶DJDLQVWVXEVWDQWLDOGHWHULRUDWLRQ
in school grades over a summer vacation. These findings provide insights into how 
GLIIHUHQFHVLQSXSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQPD\GLIIHUHQWLDOO\H[SODin dynamic 
trajectories LQSXSLO¶VDFDGHPLFDWWDLQPHQWDQGthe summer decay of school grades.      
The present findings revealed that pupils higher in competence satisfaction achieved 
higher grades at the beginning of the study and showed greater increases in their grades 
throughout the school year. Extending previous findings (e.g., Jang et al., 2009), the 
satisfaction of competence seems to be associated with higher and increasing academic 
achievement. Sharing conceptual similarities as achievement motivation (e.g. Linnenbrink-
Garcia & Fredricks, 2008), pupiOV¶FRPSHWHQFHVDWLVIDFWLRQKDV been associated with better 
dealing of academic demands at school (Ratelle & Duchesne, 2014), more adaptive study 
strategies (e.g., Durik, Vida, & Eccles, 2006), and higher school effort (Taylor & Lonsdale, 
2010). Such behaviours may help pupils progress in their academic attainment over the 
course of the school year. It is noteworthy that even pupils low in competence satisfaction 
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still demonstrated increases in their grades over the school year (see Figure 2). Given the 
achievement orientated nature of schools, it seems all pupils may be liable to improve 
academically over the course of the school year regardless of their competence satisfaction. 
This finding is somewhat encouraging for the present school as pupils may naturally improve 
academically through their progression at school. Alternatively teachers may have a tendency 
WRPDUNSXSLOV¶ZRUNprogressively higher over the course of the school year. This natural 
attainment increase should be taken into account when interpreting the present findings as 
there may be additional factors other than perceived competence that may predict increases in 
school grades.    
Similar to cross-sectional evidence (e.g., Jang et al, 2009), higher relatedness 
satisfaction was found not to predict school grades at the beginning of the present study but 
did evidence temporal increases over time. Specifically, the present findings revealed pupils 
higher in relatedness displayed slightly less of a decline in their school grades following the 
summer vacation. Although the difference in this reduction was minimal in size (i.e. < .02 in 
school grade average). Nevertheless, it would appear that relatedness satisfaction may bring 
about temporal benefits for school grades IROORZLQJSXSLOV¶VXPPHUYDFDWLRQDZD\IURP
school. Previous findings have evidenced that close interpersonal school bonds can negate 
maladaptive effects of negative family relations and school transitions (Gillison et al., 2008; 
Loukas, et al., 2010). Pupil feelings of relatedness and supportive bonds at school have been 
associated with positive affections for school (e.g., Gest, Welsh, & Domitrovich, 2005), 
increased help-seeking behaviours (Marchand & Skinner, 2007), increased school 
engagement (Furrer & Skinner, 2003), and protections against maladaptive academic 
achievement (Baker, 2006). Pupils that feel accepted at school may be more likely to strive to 
meet the expectations of school and seek help from close supportive social group, either over 
the summer holiday or once they return to school. Conversely, pupils lacking school 
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relatedness may potentially strive to detach themselves from negative feelings of school and 
be less likely to seek help once returning to school after the summer holidays. Although a 
QDWXUDOVXPPHUGHWHULRUDWLRQPD\EHH[SHFWHGVLPSO\GXHWRSXSLOV¶DEVHQFHIURPVFKRROWKH
finding that relatedness satisfaction may buffer this attainment decline may be invaluable 
knowledge for educators striving to sustain pupil grades over different school years.  
In contrast to BPNT proposals (Deci & Ryan, 2000), autonomy satisfaction was found 
not to predict school attainment at the beginning of the study, nor explain temporal change 
and the summer decay of pupil grades. Two potential explanations may underpin these 
findings. First, it may be that any positive association between autonomy satisfaction and 
school grades is facilitated through other mechanisms rather than directly. For instance, 
autonomy satisfaction was found to predict school grades as a consequence of higher school 
engagement (Jang et al., 2012). An alternative explanation may derive from the present 
PHDVXUHPHQWRIDXWRQRP\ZKLFKSUHGRPLQDWHO\WDSSHGLQWRSXSLOV¶SHUFHLYHGVHQVHRI
choice for school activities. Deducing from previous work regarding pupil choice (e.g., Assor 
et al., 2002; Katz & Assor, 2007), pupils that perceive choice which is not personally 
meaningful to them may not be experience volition in their participation. For instance, pupils 
will likely understand that they do not have free choice over compulsory school activities and 
thus may feel forced to complete them even if given choice over the activities. Thus 
autonomy satisfaction in the present study may not fully UHIOHFWSXSLOV¶YROLWion or 
behavioural ownership (Reeve et al., 2003). Indeed, autonomy satisfaction was found not to 
DVVRFLDWHZLWKSXSLOV¶VFKRROHIIRUWZKHQautonomy was assessed by the same items (Taylor 
& Lonsdale, 2010), and has been negatively associated with attainment when conceptualised 
as independent decision-making (Isakson & Jarvis, 1999). It may be that future measures of 
autonomy need to explicitly tap into pupils¶ perceived relevance and volition for school 
activities rather than the behavioural choice they perceive over the activities.   
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Implications of Findings 
Collectively, the present findings offer novel theoretical insights into previous 
inconsistent associations EHWZHHQSXSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQDQGVFKRRO
attainment. The finding that pupils¶school competence and relatedness satisfaction may 
trigger differential properties in predicting school attainment is particularly notable. 
([WHQGLQJSUHYLRXVILQGLQJV-DQJHWDOSXSLOV¶FRPSHWHQFHVDWLVIDFWLRQDSSHDUV
important for the sustainment and enhancement of school grades throughout the school year. 
In contrast, SXSLOV¶relatedness satisfaction appears particularly valuable in reducing declines 
in school attainment following a layoff from school. Such findings would go undetected 
through cross-sectional examination of school attainment at a given time point.  
Given the importance for schools to foster early school achievement (Poorthuis et al., 
LWVHHPVSUDFWLFDOO\IXQGDPHQWDOWKDWVFKRROLQVWLWXWLRQVVXSSRUWSXSLOV¶SV\FKRORJLFDO 
needs. The support of competence is fostered through strategies of structure which clearly 
communicate expectations, ways of achieving desired academic outcomes, consequences for 
certain behaviour, and avoid overly critical appraisals (Wang & Eccles, 2013). It is noticeable 
that differences in pupil competence already exist at the onset of the present study (see Figure 
2), thus it seems essential competence support is offered at the start of secondary school to 
avoid these competence disparities increasing. Alternatively, pupil relatedness is nurtured by 
strategies of interpersonal involvement which create a supportive school environment by 
RIIHULQJHPRWLRQDOVXSSRUWDQGWKHDFWLYHO\DFNQRZOHGJPHQWRISXSLOV¶WKRXJKWVIHHOLQJVDQG
opinions (Skinner & Belmont, 1993). These interpersonal strategies need to be endorsed not 
only between teacher and pupils but also between pupils themselves (Ruzek et al., 2016; 
Song et al, 2015).  
It is essential, however, that both structure and involvement are offered in a manner 
WKDWVXSSRUWVSXSLOV¶DXWRQRP\VDWLVIDFWLRQ(Jang et al., 2010; Reeve & Jang, 2006). In accord 
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with previous work (e.g., Katz & Assor, 2007), the finding that autonomy satisfaction did not 
predict change in school grades may indicate that autonomy support in schools should not 
merely provide pupils with choice over school activities. Autonomy supportive teaching 
needs to adopt tone of understanding towards pupil perspectives which welcomes pupil 
opinion, fosters patience towards pupil learning and provides choices that are personally 
UHOHYDQWWRSXSLOV¶LQWHUHVWVand goals (Assor et al., 2002; Reeve, 2006; 2015; Reeve & 
Cheon, 2016).  
Limitations and Directions for Future Research   
A particular strength of the current work is that it assessed objective school grades to 
UHIOHFWSXSLOV¶DFWXDOVFKRRODWWDLQPHQWDVRSSRVHGWRUHO\LQJRQSXSLORUWHDFKHUUHSRUWHG
achievement (Kuncel et al, 2005). Nevertheless, one caveat of the current findings is that it 
was conducted using a single school sample. Future studies may aim to replicate if the 
present attainment trajectories and summer decay are similar across multiple school 
institutions. Furthermore, the present study was QRWSULY\WRSXSLOV¶VRFLR-economic status 
which has been suggested to be a potential antecedent of the summer decay of school grades 
(Alexander et al., 2007; Downey et al., 2004). Future inclusion of this data would allow 
researchers to investigate if lower socio-economic pupils may be more likely to experience 
lower relatedness satisfaction at school which may explain their greater summer attainment 
deteriorations. A second lacuna is that the causality direction of the relationships between 
each psychological need and school attainment were not tested in this analysis. Previous 
findings have shown that increased academic engagement (Opdenakker & Minnaert, 2014) 
and physical activity levels (Gunnell, Bélanger & Brunet, 2016) may predict higher 
competence satisfaction. It may be that pupils achieving high grades are also predisposed to 
experiencing higher competence satisfaction at school.  
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Third, the early years of secondary school were the specific focus of the present 
research. The addition of multiple year examinations (i.e. over several school years) may add 
further developmental insights iQWRWKHVDWLVIDFWLRQRISXSLOV¶SV\FKRORJLFDOQHHGV)RU
instance, do pupil differences in competence satisfaction drive continued increases in school 
grades throughout school (i.e. up to 18 years old in the UK) or does this pattern plateau at a 
certain stage. Such an investigation could also explore if the summer decay in school grades 
alters over multiple school years. Finally, BPNT theorists have posited that a lack of need 
satisfaction may result in less deleterious outcomes compared to more extreme experiences of 
need frustration (see Bartholomew et al., 2011; Haerens et al., 2015). Future longitudinal 
studies could investigate if interpersonal differences in psychological need frustration may 
exemplify more deleterious attainment and summer decay patterns. The incorporation of need 
frustration may help educators identify pupils that are at particular risk of attaining 
continuously poor academic grades.  
Conclusions 
The present findings help advance knowledge by investigating how differences in 
SXSLOV¶Dutonomy, competence and relatedness satisfaction predict the temporal changes and 
summer decay of school grades during middle school. Pupil differences in competence 
satisfaction were found to drive increases in school grades over the course of the school year, 
whereas differences in relatedness satisfaction were shown to buffer the summer decay of 
pupil grades. In contrast, pupil differences in autonomy satisfaction were found not to predict 
temporal change or the summer decay of school attainment. This unexpected finding may 
potentially derive from the measurement of autonomy predominately tapping into pupilV¶ 
perceived sense of choice for school activities, rather than a sense of volition. The findings 
provide theoretical rationale for further investigations of dynamic school processes associated 
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ZLWKSXSLOV¶Ssychological need satisfaction. Furthermore, the findings may be beneficial for 
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Few studies have attempted to identify distinct psychological correlates of different forms of 
classroom disengagement. Drawing from basic psychological needs theory (Deci & Ryan, 
2000), this study investigated two divergent mechanisms predicting active and passive 
classroom disengagement. Pupils (N= 647; age = 11±14 years) and their respective teachers 
completed a questionnaire measuring the study variables. Using structural equation 
modelling, SXSLOV¶perceptions of teacher psychological FRQWUROSRVLWLYHO\SUHGLFWHGSXSLOV¶
autonomy and competence frustratioQLQFODVV3XSLOV¶competence frustration indirectly and 
positively associated with teacher-rated passive disengagement (e.g. daydreaming in class), 
via reduced feelings of vitality3XSLOV¶DXWRQRP\IUXVWUDWLRQGHPRQVWUDWHGSRVLWLYH
associations with both active disengagement (e.g. talking and making noise) and passive 
disengagement but neither relationship was explained by feelings of vitality. These distinct 
mechanisms may have implications for educators, identifying potential causes of different 
forms of pupil disengagement and the importance of avoiding psychological control in 
classrooms.              
 










Engaging school pupils is a principal goal for most teachers in school classrooms. As 
such, theoretical and empirical research has investigated the adaptive teacher behaviours 
(e.g., Assor et al., 2002) and pupil perceptions of learning contexts (e.g., Fall & Roberts, 
2012; Patrick, Ryan, & Kaplan, 2007) that may effectively promote pupil engagement. 
Teachers are, however, often confronted with pupils that do not participate, become 
disruptive, and withdraw themselves from classroom activities. Despite the presence of these 
behaviours, there seems a lack of conceptual understanding and theoretical evidence 
concerning the negative processes underpinning classroom disengagement. The present study 
investigates whether the frustration of two candidate basic psychological needs (i.e., 
autonomy and competence) could explain distinct disengagement processes.     
Disengaged pupils are one of the biggest difficulties that teachers face in school 
classrooms and can be an indicator of prolonged academic and social pupil problems 
(Fredericks, 2014; Henry et al., 2012). Classroom disengagement reflects negative classroom 
conduct and detachment from learning activities (Appleton, Christenson, & Furlong, 2008; 
Skinner et al., 2008). Disengaged pupils will typically not try hard, give up when faced with 
challenging tasks, and alienate themselves in the classroom by withdrawing from learning 
activities (Reeve 2006; Skinner et al., 2009). Pupils are considered disengaged if they lose 
focus (e.g. daydream), or participate in off-task conversation or argument with classmates, 
instead of listening to the teacher or completing class activities (Gobert, Baker, & Wixon, 
2015). In other words, pupils may be engaged in irrelevant behaviour or thought processes 
which constitute academic disengagement as they are disconnected from classroom activities.   
    A closer examination of maladaptive reactions in classrooms suggests two different 
forms of classroom disengagement. Pupils can actively disengage by detaching themselves 
from classroom activities in an animated and reactive manner, such as disrupting the class, 
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talking over or arguing with others, or disobeying the teacher (Way, 2011). These pupils 
direct their behaviour towards irrelevant stimuli and away from instructional information or 
classroom tasks. Such active detachment within the classroom should not be confused with 
contrasting displays of interest and enthusiasm associated with classroom engagement, such 
as passionate debating of learning material between pupils. Rather, the present definition of 
active disengagement refers to reactive and animated types of maladaptive behaviour that is 
both non-compliant and off-task in nature.   
Alternatively, pupils may passively disengage by withdrawing in an inactive manner, 
signified by lethargy, daydreaming, and tiredness in class. These pupils will become 
unresponsive to teacher or peer interactions that relate to classwork, often not attempting 
tasks, and avoiding or refusing to answer questions. Pupils who passively disengage do not 
impose an immediate problem in classrooms and often do not receive the same focus from 
educators as actively disruptive pupils (Paulsen, Bru, & Murberg, 2006). Researchers have 
not explored the distinction between active and passive types of pupil disengagement or the 
associated social and cognitive correlates, despite the clear differences in their respective 
characteristics. Adopting a generic disengagement perspective does not allow for targeted 
interventions aimed at minimising passive or active disengagement and this may stunt 
theoretical advancement.  
When examining the social and intrapersonal processes associated with pupil 
behaviour, self-determination theory (SDT; Ryan & Deci, 2002) has gained extensive 
empirical support within the domains of education and human motivation. In particular, it is 
posited within SDT that pupils will function less effectively in classroom environments that 
are perceived as psychologically controlling (Hein, Koka, & Hagger, 2015). Teachers that use 
psychological control will attempt to direct, manipulate or pressure pupils by disregarding the 
SXSLOV¶SHUspective and adopting a teacher-centred agenda. Typically, such maladaptive 
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teaching will use external sources to motivate pupil behaviour (e.g. deadlines, incentives, 
threats of punishment, criticism; Reeve, 2009; Reeve & Jang, 2006). SDT posits that SXSLOV¶
basic psychological needs will be frustrated when they perceive their teacher as 
psychologically controlling (Niemiec & Ryan, 2009; Ryan & Deci, 2000; Vansteenkiste & 
Ryan, 2013). We further propose that the frustration of two needs, namely autonomy and 
competence, may be differentially associated with active and passive disengagement in the 
classroom. The need for autonomy refers to the experience of volition and psychological 
freedom towDUGVRQH¶VEHKDYLRXUGH&KDUPV)UXVWUDWLRQRIWKLVQHHGWKHUHIRUH
concerns feeling oppressed and pressured to behave in certain ways (Bartholomew et al., 
7KHQHHGIRUFRPSHWHQFHUHIHUVWRWKHH[SHULHQFHRIHIIHFWLYHQHVVLQRQH¶VSXUVXLWV
(White, 1959). Thus competence frustration concerns feelings of inadequacy or failure 
(Bartholomew et al., 2011).  
  5HFHQWUHVHDUFKILQGLQJVKDYHKHOSHGWRH[SDQGNQRZOHGJHRIWKLVµGDUNHUVLGH¶
postulating that need frustration may be distinct from need dissatisfaction, and is associated 
with ill-being and comprised interpersonal functioning (Bartholomew et al., 2014; Costa et 
al., 2015; Gunnell et al., 2013). Attempts to cope with experiences of need frustration 
typically provoke defensive and compensatory behaviours such as passivity, alienation, 
misbehaviour, resistance, and defiance (Vansteenkiste & Ryan, 2013). In line with this 
evidence, investigating classroom disengagement may be better understood by measuring 
competence and autonomy frustration, rather than dissatisfaction, to appropriately tap into the 
intensity associated with negative psychological experiences (Bartholomew, Ntoumanis, 
Ryan, Bosch et al., 2011). Indeed, recent evidence demonstrated that pupils reported higher 
classroom disengagement and bullying behaviours, when they perceived their psychological 
needs to be frustrated due to psychologically controlling teachers (Hein et al., 2015; Jang et 
al., 2016). This evidence, in line with many other studies, adopted a composite approach 
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whereby general need frustration was measured. A more nuanced approach to psychological 
need frustration may unearth new insight into maladaptive educational processes. 
School classrooms represent contexts where learners face regular demands relating to 
their performance and ability (Reis, Sheldon, Gable, Roscoe & Ryan, 2000). In such 
environments, it will be difficult for pupils who experience competence frustration to 
maintain active involvement in activities (Nicholls, 1989). In fact, when pupils perceive 
themselves to lack competence in the classroom, they are likely to withdraw from class 
activities in a passive manner. A lack of competence has been associated with greater 
amotivation in education settings (e.g., Legault et al., 2006), which is characterised by an 
absence of effortful behaviour (Deci & Ryan, 2000). Similarly, students that were passively 
detached from school have reported little belief in their capability of being successful at 
school (Patrick et al., 1993). This process is analogous to learned helplessness, where pupils 
develop a belief that they cannot influence or bring about a desired outcome and develop self-
defeating behaviour patterns, such as giving up, withdrawing effort and passive avoidance of 
tasks (Abramson et al., 1978; Elliot & Dweck, 1988). Collectively this evidence suggests that 
if competence is frustrated in the classroom, it will result in learners withdrawing their effort 
and demonstrating passive, avoidance type behaviours in attempts to evade demonstrating 
their perceived incapableness.  
In contrast to the relationship between competence frustration and passive behaviours, 
DQDFWLYHDQGGLVUXSWLYHUHVSRQVHPD\EHPRUHOLNHO\DVVRFLDWHGZLWKWKHIUXVWUDWLRQRIRQHV¶
autonomy. Research in the parenting domain indicates that children tend to have actively 
adverse responses to an absence of autonomy, including higher levels of delinquency (Barber, 
1996), problem behaviours (Pettit et al., 2001), and aggressive behaviour (Joussemet et al., 
2008). Young adolescents have also been found to reject parental authority when prevented 
from acting volitionally (i.e. in line with endorsed values and interests; Van Petegem et al., 
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2015). Extrapolating from this knowledge base, it is proposed that the frustration of 
autonomy in classrooms is likely to lead to reactive disengagement and avoidance which 
manifests itself as making noise or talking to other pupils. In contrast, frustrated competence 
may be a stronger correlate of passive disengagement in class. No previous research has 
tested this important distinction despite it being implied by the evidence described above. 
Exploring potentially distinct correlates of autonomy and competence frustration is required 
to identify theoretical mechanisms that explain different types of disengagement.  
This portrayal of active and passive types of disengagement suggests adverse 
behaviours that are underpinned by different levels of subjective vitality, a feeling of 
aliveness and energy (Ryan & Frederick, 1997). From a broad SDT perspective, the 
frustration of autonomy and competence will deplete vitality (Ryan & Deci, 2008). 
Nonetheless, research in adolescent athletes and physical education students has evidenced a 
stronger association between competence and feelings of vitality, compared to autonomy 
(Adie, Duda, & Ntoumanis, 2012; Reinboth, Duda, & Ntoumanis, 2004; Taylor & Lonsdale, 
2010). These studies examined psychological (dis)satisfaction, rather than competence and 
autonomy frustration. In an adult sample, competence but not autonomy frustration, was 
associated with reduced vitality (Gunnell et al., 2013). It may be that frustration of the two 
QHHGVKDYHXQLTXHGHSOHWLQJLQIOXHQFHVRQSXSLOV¶YLWDOLW\,GHQWLI\LQJSURFHVVHVWKDWGLIIHULQ
the reduction of subjective vitality may be fundamental in identifying underlying causes of 
active and passive disengagement.   
Study Overview  
On the basis of the foregoing considerations, the aim of this study was to assess the 
maladaptive processes that underlie active and passive disengagement in class. In accordance 




perceived autonomy and competence frustration (hypothesis 1). Concordant with learned 
helplessness processes (Abramson et al., 1978; Elliot & Dweck, 1988) and previous evidence 
(Adie et al., 2012; Gunnell et al., 2013; Reinboth et al., 2004; Taylor & Lonsdale, 2010), it is 
proposed that the frustration of competence will be associated with teacher ratings of passive 
disengagement via decreased feelings of vitality (hypothesis 2). In contrast, the frustration of 
autonomy in class will be directly associated with teacher ratings of active disengagement 
anGQRWH[SODLQHGE\SXSLOV¶VXEMHFWLYHYLWDOLW\K\SRWKHVLV5HIOHFWLQJthe overall model, 
it is expected there will be significant indirect effects between teacher psychological control 
and the two forms of disengagement (hypothesis 4).  
Method 
Participants  
Six hundred and forty seven secondary school pupils (386 male, 260 female; mean age 
= 12.59 years, SD = 0.93 years, age range = 11 ± 14 years old) and their teachers (n = 22) 
participated in the study, coming from three schools in the United Kingdom (two selective 
grammar schools and one comprehensive school). A total of 29 different classrooms were used 
for the study. All three schools catered for pupils ageing from 11-18 years of age, with class 
sizes ranged from 17 to 31 pupils per class. Ethnicity data was not obtained for individual 
pupils, however, the three schools ranged between 10% - 21% of their total number of pupils 
being considered from ethnic minorities, which is below the UK average of 27% (Drake, 2015).    
Procedure 
          Full ethicDODSSURYDOZDVREWDLQHGIURPWKHSULQFLSDOUHVHDUFKHU¶VXQLYHUVLW\HWKLFV
committee. Pupils and teachers were provided with details of the study both verbally and in 
writing prior to the study commencing. All teachers provided written consent (see Appendix 
L), with parental opt-out forms provided to enable parents to indicate if they did not wish for 
their child to participate (see Appendix M). Four pupils opted out of the study. All pupils 
were instructed that they did not have to complete the questionnaire if they did not wish to 
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and provided written consent of their willingness to participate (see Appendix N). The pupil 
questionnaire was administered by the principal researcher at the beginning of a school lesson 
and collected once each pupil had completed the questionnaire (see Appendix O). The taught 
subject varied between classes (Physical Education = 41%; Humanities = 24%; Citizenship = 
21%; Sciences = 14%)1. 
          Prior to administering the questionnaire, it was explained to the pupils and teachers 
that all items referred to the specific class that the questionnaire was administered in. Once 
the questionnaires had been administered, the principal researcher explained the instructions 
to each class and allowed the opportunity for pupils to ask any additional questions. The pupil 
questionnaire took approximately ten minutes for pupils to complete. To ensure 
confidentiality, pupils were asked to direct any questions regarding the study to the principal 
researcher and not the class teacher (who remained a passive observer during data collection). 
Teacher-rated pupil disengagement questionnaires were provided to teachers at the end of the 
school lesson, subsequent to pupils completing the questionnaire, and were completed and 
returned to the principal researcher within a week of being administered (see Appendix P). 
Measures 
Perceptions of teacher psychological control. Pupil perceptions of their specific 
WHDFKHU¶VSV\FKRORJLFDOFRQWUROZHUHPHDVXUHGXVLQJ LWHPVHJ³0\WHDFKHUGRHVQRW
allow me to woUNDWP\RZQSDFH´DQG³0\WHDFKHUPDNHVPHIHHOJXLOW\ZKHQ,GRQRW
SOHDVHWKHP´SUHYLRXVO\XVHGE\0DGMDU1DYHDQG+HQ,WHPVZHUHUDWHGXVLQJD-
point scale ranging from 1 (strongly disagree) to 5 (strongly agree). The scale authors 
                                                 
1
 The processes under investigation are proposed to be universal (Deci & Ryan, 2000; 
Niemiec & Ryan, 2009) and there is no evidence to suggest that the processes vary across 
subjects. In addition, a MANOVA revealed very few subject differences in the mean levels of 
the study variables, apart from higher vitality and lower active disengagement in Physical 
Education classes, compared to the other classroom subjects. After controlling for these 
differences in PE, all substantive conclusions remained the same as our reported model. 
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demonstUDWHGVDWLVIDFWRU\IDFWRULDOVWUXFWXUHDQGLQWHUQDOFRQVLVWHQF\Į - .74; Madjar et 
al., 2013).  
Autonomy and competence frustration. Pupil perceptions of autonomy and 
competence frustration during the class were measured using the respective subscales of the 
Psychological Need Thwarting Scale (Bartholomew, Ntoumanis, Ryan et al., 2011). Items 
were adapted to an educational context with some words simplified for use with secondary 
school children. These items were also checked by teachers and modified where necessary to 
HQVXUHSXSLOV¶XQGHUVWDQGLQJRIHDFKLWHP¶VWHUPLQRORJ\DQGSKUDVLQJ)RULQVWDQFHWKH
RULJLQDOTXHVWLRQQDLUHVWHP³,QP\VSRUW´ZDVFKDQJHGWR³,QWKLVFODVV´ZLWKDQ\RULJLQDO





disagree) to 7 (strongly agree). Both subscales have previously demonstrated satisfactory 
internal consistency DXWRQRP\IUXVWUDWLRQĮ FRPSHWHQFHIUXVWUDWLRQĮ DQG
factorial validity (Bartholomew, Ntoumanis, Ryan, Bosch et al., 2011). 
Subjective Vitality. 3XSLOV¶IHHOLQJVRIVXEMHFWLYHYLWDOLW\LQWKHFODVVZHUHPHDVXUHG
using a five item version of the Subjective Vitality Scale (Ryan & Frederick, 1997), 
previously used by Bartholomew, Ntoumanis, Ryan, Bosch et al., (2011). Items were rated on 
a 7 point scale, ranging from 1 (strongly disagree) to 7 (strongly agree). Example items 
LQFOXGH³,KDYHHQHUJ\DQGVSLULW´DQG³I nearly always feel alert and awake´$OORULJLQDO
LWHPVGHPRQVWUDWHGJRRGLQWHUQDOFRQVLVWHQF\Į DQGIDFWRULDOYDOLGLW\ZLWKDOOLWHPV




Pupil disengagement. Pupil disengagement can be measured in variety of different 
ways, such as pupil self-report, school data, independent observations and teacher ratings. We 
REWDLQHGWHDFKHUUDWLQJVRIHDFKSXSLO¶VDFWLYHDQGSDVVLYHFODVVURRPGLVHQJDJHPHQWWRDYRLG
over-reliance on pupil self-report and minimise measurement error associated with common 
method variance (Podsakoff, MacKenzie, Lee, & Podsakoff, 2003). Teacher perceptions of 
SXSLOV¶active disengagement in class were assessed using two adapted items from the 
disrespect subscale of the Pupil Behaviour Patterns Scale (Friedman, 1995; see Hastings & 
Bham, 2003, for construct validity). These items were selected to measure classroom 
behaviour that was both non-compliant and disruptive, assessing active disobedience (e.g. 
³Student X in my clasVDUJXHVZLWKRWKHUVWXGHQWV´DQGDFWLYHLQDWWHQWLYHQHVVLH³Student 
X LQP\FODVVRIWHQVSHDNVRYHURWKHUVDQGPDNHVDORWRIQRLVH´%RWKLWHPVZHUHUDWHGRQD
6 point scale ranging from 1 (never) to 6 (always). The original scale demonstrated good 
LQWHUQDOFRQVLVWHQF\Į )UHLGPDQZLWKWKHWZRLWHPVXVHGLQWKLVVWXG\ORDGLQJ
.60 and .51 onto their respective latent factor (Hastings & Bham, 2003).     
7HDFKHUSHUFHSWLRQVRISXSLOV¶passive disengagement in class were measured using 
twRLWHPVGHVLJQHGIRUWKHSXUSRVHRIWKLVVWXG\³7RZKDWH[WHQWGRHVStudent X GD\GUHDP´
DQG³7RZKDWH[WHQWGRHVStudent X VZLWFKRIILQFODVV´(DFKLWHPZDVUDWHGRQDSRLQW
scale ranging from 1 (never) to 6 (always). These items were designed to reflHFWWHDFKHUV¶
JHQHUDOSHUFHSWLRQVRISXSLOV¶ZLWKGUDZDOIURPERWKVRFLDODQGSHUIRUPDQFHVLWXDWLRQV
typically associated with pupil passivity (Paulsen et al., 2006). Two items for each type of 
disengagement were chosen to enable each teacher to feasibly rate each individual pupil in 
their class. Internal consistency and factor loadings are presented in Table 4.1.  
Data Analysis 
           3UHOLPLQDU\DQDO\VLVLQYROYHGFDOFXODWLRQRIGHVFULSWLYHVWDWLVWLFV&URQEDFK¶VDOSKD
coefficients, and bivariate correlations (see Table 1). We also conducted confirmatory factor 
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analysis using Mplus software (Version 7:2; Muthén & Muthén, 1998 - 2012) to test the item 
factor loadings on their respective latent factor. Each item was used as an indicator of its 
respective subscale latent factor (e.g. the four autonomy items were indicators of the 
autonomy frustration latent factor). We used maximum likelihood estimation with robust 
standard errors and the TYPE = COMPLEX command in Mplus. These analytical steps 
meant that calculation of standard errors was robust to deviations from normality (Olsson, 
Foss, Troye, & Howell, 2000) and accounted for potential clustering effects associated with 
pupils being nested within different classrooms (Hox, 2010). A full multi-level model was 
unfeasible as our sample size did not contain enough Level 2 units (i.e. classrooms; n = 29) to 
meet suggested guidelines (i.e. n > 50; Maas & Hox, 2005). 
After the confirmation of acceptable factorial structure for all latent variables, we 
tested a fully forward model, depicting all paths between every latent factor as a baseline to 
compare subsequent models (Model 1). The non-hypothesised paths were then systematically 
removed to arrive at our proposed model (for similar procedures see Marshall, Parker, 
Ciarrochi, & Heaven, 2013). Firstly, the non-hypothesised direct paths from teacher control 
to each disengagement and vitality were removed (Model 2). Next, the non-hypothesised 
direct paths between competence frustration and both types of disengagement (Model 3) and 
the non-hypothesised path between autonomy frustration and passive disengagement (Model 
4) were removed. Finally, the hypothesised model was tested (shown in Figure 1) by 
removing the non-hypothesised paths between autonomy frustration and vitality, and vitality 
and active disengagement (Model 5). 
Each model was evaluated WRFODULI\LIWKHVROXWLRQZDVZHOOGH¿QHGWKHVL]HDQG
GLUHFWLRQRIWKHUHJUHVVLRQSDWKVZHUHFRQFHSWXDOO\SODXVLEOHDQGPRGHO¿WLQGLFHVZHUH
acceptable. The indices used for estimating goodness of fit of the models were the 
Standardised Root Mean Square Residual (SRMR < .06), Root Mean Square Error of 
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Approximation (RMSEA < .08; along with 90% confidence intervals) and Comparative Fit 
Index (CFI > .90). Although CFI values greater than .90 are considered representative of a 
well-fitting model (Bentler, 1992), values closer to .95 have been recommended as indicative 
of good model fit (Hu & Bentler, 1999). If the more parsimonious model did not show 
reduced fit to the data compared to the previous model (i.e., ǻ&), < .01 DQGǻRMSEA < 
.015; Chen, 2007; Cheung & Rensvold, 2002) then the parsimonious model was accepted. 
Satorra-Bentler scaled chi-square difference tests are also reported, however, these tests have 
been shown to be overly strict with large sample sizes, therefore, more emphasis was placed 
upon the interpretation of delta CFI and RMSEA (Brown, 2006; also see Gunnell et al., 2016 
for a comparable analytical procedure).                
Results 
Descriptive Statistics 
Means, standard deviations, and internal consistency values for all measurement 
scales are presented in Table 4.1. All mean values, with the exception of subjective vitality, 
ZHUHEHORZWKHPLGSRLQWRIWKHLUVFDOHV&URQEDFK¶VDOSKDYDOXHVDOOGHPRQVWUDWHG
VDWLVIDFWRU\LQWHUQDOFRQVLVWHQF\Į!). Between 82 and 90% of the explained variance in 
the four pupil-reported variables was at the pupil-level, thus between 10 and 18% was 
explained at the class-level. In regards to teacher-rated active and passive disengagement, 
between 66 and 73% of the variance was found at the pupil-level with the remaining variance 
at the class-level ranging between 27 and 34%.  
Measurement Model 
Confirmatory factor analysis specified a measurement model (i.e., no paths between 
latent factors), with all indicator items predicting their respective latent factor. Model fit 
indices produced a well-fitting measurement model: Ȥ² = 633.63; df = 309; SRMR = .05; CFI 
= .94; RMSEA = .04; (90% confidence intervals: 0.036 - 0.045). Correlations between latent 
factors are presented in Table 4.1. Teacher control was found to correlate positively with the 
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frustration of both needs and both types of disengagement, and negatively with vitality. In 
accordance with SDT, autonomy and competence frustration positively correlated with each 
other. Both autonomy and competence frustration negatively correlated with vitality and 
positively correlated with passive disengagement. Active and passive disengagement were 
moderately and positively correlated with each other. Standardised factor loadings and 
residual variances are presented in Table 4.2. All items were included in the subsequent 
analyses.  
Primary Analysis  
Model fit indices, standardised regression coefficients and standard errors for every 
model are presented in Table 4.3. Model 1 (the fully forward model) showed acceptable fit to 
the data; however, the inclusion of all paths led to several parameter estimates suggesting 
relationships that were theoretically unlikely (possibly due to statistical suppression; 
MacKinnon, Krull & Lockwood, 2000). For instance, teacher psychological control 
positively predicted vitality, and autonomy and competence frustration both negatively 
predicted active disengagement. Removal of the direct effects from teacher psychological 
control to both disengagement types and vitality (Model 2) did not meaningfully reduce the 
fit of the model to the data EDVHGRQǻ&),DQGǻ506($and produced conceptually 
defendable relationships; therefore, Model 1 was rejected. Model 3 (removal of direct paths 
between competence frustration and both types of disengagement), Model 4 (removal of the 
path between autonomy frustration and passive disengagement), and Model 5 (the 
hypothesised model) similarly led to well-defined solutions, defendable conclusions, and 
limited reduction in model fit. As a result, the hypothesised model was accepted as the most 
parsimonious model.  
In the proposed model, teacher psychological control was positively associated with 
autonomy and competence frustration (hypothesis 1). Based on criteria for establishing 
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magnitude of indirect effects (Cohen 1988; Preacher & Kelley, 2011), a small to moderate 
indirect association was found between competence frustration and passive disengagement, 
via reduced pupil vitality (ȕ = .08, p = .01; hypothesis 2). The proposed direct association 
between autonomy frustration and active disengagement was found to only approach 
conventional levels of statistical significance (hypothesis 3). Reflecting the overall 
hypothesised process (hypothesis 4), a moderate indirect association between teacher 
psychological control to active disengagement via autonomy frustration was found, although 
only approaching conventional levels of statistical significance (ȕ = .09, p =.07). The indirect 
association between teacher psychological control and passive disengagement through 
competence frustration and vitality was small to moderate (ȕ = .06, p = .01).  
In models 2 and 3, an unexpected direct association between autonomy frustration and 
passive disengagement was observed that led to the consideration of this pathway in an 
alternative model (see Model 6). This association is conceptually defendable, however, the 
inclusion of this path did not improve model fit. Furthermore, across Models 2, 3 and 6, the 
inclusion of this path led to other aspects of the model that were less theoretically defensible. 
Specifically, competence frustration had no association with passive disengagement despite 
considerable previous evidence suggesting the contrary (e.g., learned helplessness; Abramson 
et al., 1978; Elliot & Dweck, 1988). Consequently, the path between autonomy frustration 
and passive disengagement was not included in the final model (Model 5) but the 




















Descriptive Statistics and Latent Factor Correlations  
    
Variable Range Mean SD Į 1 2 3 4 5 6 
1. Teacher Control 1-5 2.19 0.77 .84 -      
2. Autonomy Frustration 1-7 2.45 0.96 .78 .85*** -     
3. Competence Frustration 1-7 2.24 1.01 .81 .74*** .88*** -    
4. Vitality 1-7 4.69 1.36 .82 -.36*** -.47*** -.50*** -   
5. Active Disengagement 1-6 1.65 0.99 .84 .28*** .12* .08 -.01 -  
6. Passive Disengagement 1-6 1.92 1.06 .84 .26*** .20*** .16*** -.13* .56*** - 
Note: *p<.10, **p<.05, ***p<.001.          
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Table 4.2 
Standardised Factor Loadings and Residual Variances for Latent Variables 
Variable Factor Loading Residuals 
Teacher Control (TC)   
My teacher is only willing to listen to opinions that match their 
opinion .37 .86 
My teacher always tries to change me .48 .78 
My teacher stops me before I have finished saying what I wanted  .65 .58 
My teacher clearly shows that I have hurt their feelings when I do 
not meet their expectations .46 .79 
My teacher often interrupts me .70 .51 
My teacher makes me feel guilty when I do not please them .66 .57 
My teacher does not allow me to work at my own pace  .71 .50 
My teacher avoids talking to me when I have disappointed them .63 .60 
My teacher interrupts me in the middle of activities that interest me .70 .51 
My teacher tells me what to do all the time  .63 .60 
Autonomy Frustration (AF)    
I feel prevented from making choices about the way I learn. .69 .52 
I feel pushed to behave in certain ways. .67 .55 
I feel forced to follow decisions made for me. .71 .49 
I feel under pressure to agree with the school activities I am given. .68 .54 
Competence Frustration (CF)   
There are situations where I am made to feel I am not good enough. .73 .47 
,GRQ¶WIHHOJRRGHQRXJKEHFDXVH,DPQRWJLYHQRSSRUWXQLWLHVWR
fulfil my potential. 
.66 .57 
Situations occur in which I am made to feel I am incapable. .73 .47 
There are times when I am told things that make me feel that I lack 
ability. 
.77 .41 
Vitality (Vit)   
I don't feel very energetic. .55 .69 
I have energy and spirit. .70 .51 
I look forward to this class. .64 .60 
I nearly always feel alert and awake. .74 .46 
I feel energised.  .84 .30 
Active Disengagement (Active)   
In class, this student often speaks over others and makes a lot of 
noise 
.83 .31 
In class, this student argues with other students .87 .25 
Passive Disengagement (Passive)   
To what extent does this student daydream in class .73 .47 









Regression Coefficients, Standard Errors, and Model Fit Indices for Each Tested Model.      
 Model 1 Model 2  Model 3 Model 4  Model 5 Model 6 
 ȕ SE ȕ SE ȕ SE ȕ SE ȕ SE ȕ SE 
TC > AF  .90**** 0.03 .92**** 0.03 .91**** 0.02 .91**** 0.03 .91**** 0.03 .91**** 0.03 
TC > CF  .80**** 0.04 .80**** 0.04 .80**** 0.04 .80**** 0.04 .80**** 0.04 .80**** 0.04 
TC > Vit .41*** 0.15 - - - - - - - - - - 
TC > Active  .96**** 0.21 - - - - - - - - - - 
TC > Passive .47** 0.23 - - - - - - - - - - 
AF > Vit 
-.45** 0.22 .10 0.14 -.10 0.14 -.12 0.15 - - - - 
CF > Vit  
-.48**** 0.12 -.42*** 0.13 -.41*** 0.13 -.41*** 0.13 -.51**** 0.05 -.50**** 0.04 
AF > Active 
-.51** 0.23 .32*** 0.11 .24*** 0.08 .12* 0.06 .10* 0.06 .19*** 0.07 
AF > Passive 
-.14 0.19 .27** 0.11 .22*** 0.07 - - - - .20*** 0.06 
CF > Active 
-.30** 0.15 -.11 0.13 - - - - - - - - 
CF > Passive 
-.15 0.13 -.06 0.11 - - - - - - - - 
Vit > Active 
-.01 0.10 .07 0.10 .09 0.10 .03 0.09 - - - - 
Vit > Passive  -.09 0.08 -.05 0.08 -.04 0.08 -.15** 0.07 -.16*** 0.07 -.08 0.06 
Ȥ²(df) 697.23(310) 724.00(313) 724.11(315) 738.60(316) 734.27(318) 721.69(317) 
S-BǻȤð(df) - 32.939****(3) 0.751(2) 10.503***(1) -4.330(2) - 
SRMR .053 .056 .056 .064 .064 .056 
CFI .926 .922 .922 .920 .921 .923 
RMSEA .044 .045 .045 .045 .045 .044 
RMSEA 90% CI [.040, .048] [.041, .049] [.041, .049] [.041, .050] [.041, .049] [.040, .049] 
Note.  Ȥð(df) = Chi-square and degrees of freedom;  S-B = Satorra-Bentler Scaled Chi-Square Difference; SRMR = Standardized Root 
Mean Square Residual; CFI = Comparative Ft Index; RMSEA = Root Mean Square of Approximation; CI = confidence interval; TC = 
Teacher Psychological Control; AF = Autonomy Frustration; CF = Competence Frustration; Vit = Subjective Vitality; Active = Active 
Disengagement; Passive = Passive Disengagement. Chi-square difference was not reported between Model 5 and 6 as Model 6 was not 









































GLVHQJDJHPHQW7KHGRWWHGSDWKZD\GHSLFWVDQunexpected association between autonomy frustration and passive disengagement. Full inclusion of 
this path resulted in other aspects of the model becoming less theoretically defensible but we acknowledge the potential meaningfulness of this 
observed relationship. )RUEUHYLW\ODWHQWIDFWRULQGLFDWRUVDUHQRWVKRZQ 




The purpose of this study was to determine if passive and active disengagement were 
DVVRFLDWHGZLWKSHUFHLYHGWHDFKHUFRQWURODQGWRH[DPLQHLIWKHIUXVWUDWLRQRISXSLOV¶EDVLF
psychological needs of autonomy and competence would associate differentially with 
separate disengagement responses. No research to date has explored if the frustration of these 
psychological needs may trigger different maladaptive processes in school settings. The 
findings of the present study provide cross-sectional evidence for the potential association 
between these needs and active and passive disengagement processes.  
           In line with extant evidence (Jang et al., 2016), the present findings demonstrate that 
pupil disengagemeQWLVLQGLUHFWO\DVVRFLDWHGZLWKWHDFKHUV¶SV\FKRORJLFDOFRQWUROOLQJ
strategies, such as adopting guilt inducing tactics, disregarding pupil opinions and using 
criticism to pressure pupils. The use of teacher psychological control has been associated 
with a range of maladaptive learning outcomes including pupil amotivation and resistance to 
authority (Haerens et al., 2015), decreased academic engagement (Assor et al., 2005), and 
reduced enjoyment (Reeve & Jang, 2006). Yet despite this evidence, educators still regularly 
demonstrate, and often prefer, the use of psychological controlling strategies in the classroom 
(Newby, 1991; Reeve, 2009; Reeve & Assor, 2011; Taylor, Ntoumanis & Smith, 2009). The 
findings in the present study extend current knowledge by detailing potential mechanisms 
which may explain how psychologically controlling teaching may lead to passive withdrawal 
RUDFWLYHGLVHQJDJHPHQWLQFODVVURRPV6SHFLILFDOO\WKHSUHVHQWVWXG\VXJJHVWVWKDWWHDFKHUV¶
use of psychological control will thwart, UDWKHUWKDQVXSSRUWSXSLOV¶QHHGVIRUDXWRQRP\DQG
competence in the classroom. As a consequence, pupils that perceived their autonomy to be 
frustrated may become disruptive and disobedient, whereas perceived competence frustration 
may lead to pupil passivity in class.     
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         The findings illustrate that pupils who perceived that their competence was frustrated 
were rated as passive, daydreaming pupils by their teacher. Low perceived competence has 
been previously associated with feelings of learned helplessness (Elliot & Dweck, 1988), 
amotivation (Legault et al., 2006), and passive detachment from school (Patrick et al., 1993). 
In other words, pupils that feel they do not have the ability to be successful in the classroom 
may withdraw passively from learning activities in an attempt to hide their perceived 
incompetency and avoid failure. These pupils may attempt to avoid attention by becoming 
unwilling to answer questions, offer their opinion or attempt difficult tasks. The present 
associations suggest that this relationship between competence frustration and passive 
disengagement may be a consequence of reduced vitality. That is, pupils that perceive 
themselves as a failure or being incapable in class will likely experience reductions in their 
vitality, resulting in passive classroom behaviour. These pupils will typically participate less 
in activities and may appear tired in class. As a result, such passive behaviours may actuate as 
a helpless response which may impede academic development and progression, often without 
WKHWHDFKHU¶VDZDUHQHVV (Tam, Zhou, & Harel-Fisch, 2012).  
        In line with previous evidence found within the parenting domain (Barber, 1996; 
Pettit et al., 2001), autonomy frustration positively predicted active disengagement, albeit the 
relationship was borderline statistically significant considering conventional standards. Pupils 
lacking in autonomy may struggle to apply social rules and standards to their behaviour in the 
classroom (Ryan, Deci, & Vansteenkiste, 2016; Weinstein, Przybylski, & Ryan, 2012). For 
instance, pupils that feel forced to behave in regimented ways may become restless, 
disobedient and disruptive. Unlike competence frustration and passive disengagement, 
vitality did not play a role in this process. Rather, a WKUHDWWRDSHUVRQ¶VSV\FKRORJLFDO




autonomy frustration manifests as active disengagement, disobedience and disruption. Pupils 
that experience autonomy frustration may actively disengage as a method of distraction from 
any negative feelings associated with perceived coercion (Skinner & Wellborn, 1997).  
 Throughout the analysis, support for an association between autonomy frustration and 
passive disengagement was observed; however, inclusion of this path in analytic models 
resulted in theoretically spurious associations among other variables. It may be that 
classroom constraints that are perceived to be coercive may also cause some pupils to 
passively switch off and daydream. Unlike competence frustration, this passive autonomy 
process may not be driven by reduced feelings of vitality, but rather signifies a simple 
avoidance of the perceived heteronomous context and associated negative affect. Reasons 
why the inclusion of this association led to potentially spurious conclusions among the other 
variables remain unknown, but they were likely of a statistical nature. 
Implications of Findings          
From a theoretical perspective, the different relationships of autonomy and 
competence frustration with vitality and active disengagement are noteworthy. This study 
UHSUHVHQWVWKHILUVWHPSLULFDOHYLGHQFHWKDWIUXVWUDWLRQRISXSLOV¶FRPSHWHQFe and not 
autonomy may reduce vitality in the classroom. The obstruction of autonomy may potentially 
PDQLIHVWLQSXSLOV¶UHDFWDQFHDQGUHEHOOLRQWRZDUGVWKHVRXUFHRIWKHSHUFHLYHGKHWHURQRP\
(i.e., oppositional defiance; Vansteenkiste & Ryan, 2013). In contrast, competence frustration 
is not implicated in these rebellious processes and may manifest as passivity in the classroom. 
In addition, autonomy frustration may be associated with both active and passive 
disengagement. The concept of autonomy comprises affective and decisional components 
(Houlfort, Koestner, Joussemet, Nantel-Vivier, & Lekes, 2002). Passive reactions may 
represent avoidance of the negative affect associated with autonomy frustration. In contrast, 
the active and rebellious reactions may be initiated as a response to the frustration of 
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decisional aspects of autonomy (e.g., experiences of overt force to control behaviour, such as 
threats of punishment; see Haerens, Vansteenkiste, Aelterman, & Van den Berghe, 2016 for 
comparisons with internally versus externally controlling teaching).   
          From an applied perspective, identifying different disengaging processes associated 
with autonomy and competence frustration can inform educators of the underlying reasons 
for specific types of classroom disengagement. Some teachers may interpret psychological 
control as an effective method of engaging pupils (Reeve et al., 2014), as a response to poor 
pupil behaviour (Reeve, 2009) or motivation (Pelletier, Séguin-Lévesque, & Legault, 2002). 
The moderate indirect effects sizes observed in the present findings highlight why this 
approach may be counterproductive and may result in both active and passive disengaged 
pupils. Thus, teacher directed interventions may be required to help teachers understand the 
consequences of employing psychological control and teach them methods to avoid such 
strategies (Hospel & Galand, 2016; Reeve & Assor, 2011). Teachers should not force pupils 
to do activities, but demonstrate the relevance of learning activities, and provide the 
opportunity for pupils to give their opinion without XVLQJFRQWUROOLQJODQJXDJHHJ³\RX
PXVW´RU³KDYHWR´; Assor, et al., 2002; Reeve, 2015; Reeve & Assor, 2011; Reeve & Jang, 
2006).                      
Limitations and Directions for Future Research             
This study presented a number of findings concerning maladaptive teacher behaviours 
and internal processes that lead to different types of pupil disengagement. A particular 
strength of this study is the use of teacher reported pupil disengagement as it provides an 
observed assessment of pupil disengagement, rather than relying on a self-report measure. 
Nevertheless, the addition of independent classroom observations in future research may also 
offer an alternative and complementary account of pupil disengagement (e.g., Allen et al., 
2013). Furthermore, it is acknowledged that the teacher measures of pupil disengagement 
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were limited to two items. This allowed teachers to provide ratings for every pupil, however, 
larger multi-item scales (e.g. Caldwell, Rudolph, Troop┽Gordon, & Kim, 2004; Jang, et al., 
2016) may provide a more detailed examination of different types of classroom 
disengagement.  
The cross-sectional nature of this study allowed the exploration of associations with 
the frustration of autonomy and competence. Future studies may adopt a longitudinal method 
to explore if different disengaging processes are indicators of prolonged academic problems. 
For example, longitudinal work could investigate if the passive responses associated with 
competence frustration result in increased class truancy levels, school drop-out or decreased 
performance expectations over a longer time period. Similarly, active disengagement 
associated with autonomy frustration may be associated with increased classroom 
punishments, school suspensions and even school exclusions.  
           Finally, the concept of engagement versus disengagement is considered as a 
multidimensional paradigm comprising behavioural, cognitive, and emotional components 
(Fredricks, Blumenfeld & Paris, 2004; Skinner, Kindermann, Connell & Wellborn, 2009; 
Wang, Chow, Hofkens, & Salmela-Aro, 2015). The present study exclusively focused on 
teacher perceptions of behavioural components. Previous work has found perceived 
competence to be the only significant predictor of anxiety whereas autonomy was the only 
significant predictor of frustration (Skinner et al., 2008). Building on these findings, and 
previous research on achievement emotions and control-value theory (Pekrun, 2006), the 
addition of emotional and cognitive components may provide educators and researchers with 
an understanding of the negative feelings that may accompany these maladaptive behaviours.  
Conclusions 
The findings from the current study highlight distinct correlates of autonomy and 
competence frustration with two separate types of pupil disengagement. Teacher 
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psychological control was found to be associated with both processes, stressing the 
importance for schools and educators to avoid applying such psychological control in 
classrooms. Although most teachers may apply controlling strategies with the well-meaning 
intention of engaging pupils, the adoption of such control may promote pupils to become 
passively or actively disengaged in classrooms.   
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Nurturing pupil motivation at school can often present a difficult task for school 
educators. In accordance with basic psychological need theory (BPNT; Ryan & Deci, 2002), 
the satisfaction of pupils¶ psychological needs will result in autonomous motivation at school. 
BPNT interventions have traditionally adopted a contextual focus to train teachers to become 
more need supportive in their teaching. To accompany such initiatives, the present study 
investigates the feasibility of conducting a pupil-IRFXVHGLQWHUYHQWLRQWRHQKDQFHSXSLOV¶RZQ
perceptual awareness of their psychological needs. The proposed intervention was in the form 
of a pupil completed dairy-log so pupils could record personally meaningful experiences 
which they could reflect upon. A two week pilot and focus group discussion, involving 22 
pupils and 12 teachers, highlighted potential issues and recommendations for the future 
design. Findings suggest the diary-log may be of substantive use in developing adaptive pupil 
thought patterns but that it would be most appealing for pupils in an electronic app format. 
An electronic app would allow pupils to log entries in a variety of methods (i.e. written, 
SLFWXUHVYLGHRVDXGLRHPRML¶V whilst receiving notification reminders and offering 
selectable options for easy completion. Existing need support interventions would need to be 
incorporated with the diary to provide pupils with guidance, support and incentive to 
complete the diary. Furthermore, the diary would need to culminate in a showcase event to 
provide a more salient reason for pupils to engage with the diary. These findings are 
explained in detail throughout this chapter, with future tests required to examine the 
effectiveness of the proposed intervention in enhancing pupils¶ psychological need 
satisfaction.  
 




A driving stimulus for educators is to instil motivation for learning within their pupils, 
yet this can often prove a difficult task. It is not unusual for pupils to detach themselves from 
learning, withdraw when faced with adversity, or exert minimal effort to abide with teacher 
instruction or to avoid punishment (Henry et al., 2012; Legault et al., 2006). From an 
organismic-dialectic perspective, SXSLOV¶motivation flourishes with the combination of a 
supportive environment along with adaptive intrapersonal processes (Deci & Ryan, 2000; 
2012). Educational interventions largely focus on the former via teacher training or 
DPHQGPHQWVWRVFKRROSROLF\IRULQVWDQFH'HVSLWHWHDFKHUV¶EHVWHIIRUWVG\VIXQFWLRQDO
intrapersonal processes can often cause pupils to impede their own motivation and academic 
potential (Preckel, Holling, & Vock, 2006). Extrapolating from evidence of pupil-centred 
practise (e.g., Smit, Brabander & Martens, 2014) and pupil empowerment programmes (e.g., 
Cleary & Zimmerman, 2004), DQLQLWLDWLYHWKDWGLUHFWO\WDUJHWVSXSLOV¶RZQXQGHUVWDQGLQJDQG
awareness of their psychological experiences may be beneficial in nurturing their 
autonomous motivation for learning. Thus, the present study explores the feasibility of a 
pupil-centred intervention in early secondary schools based upon basic psychological needs 
theory (BPNT; Ryan, & Deci 2002).  
BPNT is a sub-theory within the self-determination theory of human motivation 
(SDT; Deci & Ryan, 2000). According to this theory, optimal psychological growth and self-
determined motivation is dependent on the satisfaction of three innate psychological needs 
for autonomy, competence, and relatedness (Ryan & Deci, 2002; Ryan & Niemiec, 2009). 
The need for autonomy refers to DQLQGLYLGXDO¶VH[SHULHQFHRIYROLWLRQDQGSHUVRQDO
endorsement of behaviour that is in accord with their personal values and interests 
(deCharms, 1968). The experience of competence refers to the sense of capability an 
individual perceives in achieving desired outcomes and goals (White, 1959). Relatedness 
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refers to experience of connection and acceptance from others through the development of 
close personal relationships (Baumeister & Leary, 1995). The fulfilment of these needs have 
been shown to represent the psychological foundation for autonomous motivation, school 
engagement, better emotional functioning, and indices of well-being (e.g., Chen, 2014; 
Marchand & Skinner, 2007; Raufelder et al., 2015; Saeki & Quirk, 2015; Taylor et al., 2010; 
Tian, Chen, & Huebner, 2014). In contrast, a dearth or frustration of these needs can result in 
amotivation, controlled behavioural regulations, school disengagement and ill-being (e.g., 
Chen et al., 2015; Haerens et al., 2015; Jang et al., 2016). More discrepant findings have 
revealed that the satisfaction of competence and relatedness, rather than autonomy, yielded 
PRUHLQIOXHQFHXSRQSXSLOV¶HIIRUW7D\ORU	/RQVGDOHDQGHQJDJHPHQW2SGHQDNNHU
& Minnaert, 2014) at school. Extrapolating from extant evidence (e.g., Katz & Assor, 2007), 
and evidence in Chapters 2 and 3, the fundamental aspect of pupil autonomy at school may 
not relate to their perceived choice for activities but rather the extent they perceive personal 
relevance to these activities to endorse their own participation.    
Based on this research, many educational interventions have been underpinned by 
SDT and BPNT (e.g., Aelterman, Vansteenkiste, Van den Berghe, De Mayer, & Haerens, 
2014; Cheon & Reeve, 2015; Cheon et al., 2012; De Naeghel, Van Keer, Vansteenkiste, 
Haerens & Aelterman, 2016; Reeve & Cheon, 2016; Reeve et al., 2004; Tessier et al., 2008). 
These LQWHUYHQWLRQVIRFXVHGRQFUHDWLQJVRFLDOHQYLURQPHQWVWKDWDUHVXSSRUWLYHRIOHDUQHUV¶
psychological needs. For example, receiving training workshops and online instructional 
tools resulted in teachers displaying increased autonomy supportive teaching, which led to 
their pupils reporting greater psychological need satisfaction, school engagement, and 
reduced amotivation (Cheon & Reeve, 2015; Reeve et al., 2004). Likewise, the educating and 
training of teachers to provide autonomy and competence support resulted in teachers 
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increased use of both strategies (Aelterman et al, 2014) and enhanced pupil autonomous 
learning (De Naeghel et al., 2016).  
Despite the value of these contextual interventions, the conceptualisation of 
psychological need satisfaction follows an organismic dialectical framework (Ryan & Deci, 
2000). Thus, although psychological needs are innate to all individuals, the intrapsychic 
experience of their fulfilment is unique and personal to the individual (Deci & Ryan, 1991; 
2000; Deci, Ryan & Williams, 1996). In other words, a SXSLO¶VSV\FKRORJLFDOQHHG
satisfaction is dependent upon the relative meaning, or functional significance, that they place 
upon the social context, rather than any objective properties of the context itself (Deci & 
Ryan, 1987). Indeed, SDT outlines that pupils can subconsciously facilitate or block their 
psychological experiences depending on their dominant motivational disposition (see 
causality orientation theory; Deci & Ryan, 2000). For instance, pupils that have a dominant 
autonomous orientation are more likely to act in accord with their own values, perceive 
information and satisfaction from external contexts and regulate their behaviour 
autonomously. In contrast, pupils with a high controlled orientation are more likely to 
perceive their context as pressuring and less satisfying which results in them feeling 
controlled in their behaviour. Pupils that have a high impersonal orientation typically feel 
their experiences is beyond their personal control and are prone to feeling helpless and 
ineffective. Such an impersonal orientation may be particularly prominent for pupils that 
consistently struggle academically or socially at school. Regardless of any need support they 
are provided, such pupils may find it difficult to experience psychological need satisfaction.  
A potential caveat of contextual BPNT interventions is that they place sole reliance on 
the teacher but may RYHUORRNSXSLOV¶RZQmotivational disposition, cognitions and 
perceptions. For instance, tHDFKHUV¶SHUFHSWLRQVRIWKHQHHGVXSSRUWWKDWWKH\SURYLGHcan be 
out of sync with those of the pupils (Jang et al., 2016; Zeedyk, et al., 2003). Indeed, 
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correlations between teacher and student perceptions of need support were found to be small 
in magnitude (Taylor & Ntoumanis, 2007), or only congruent regarding the support 
autonomy but not competence (Aelterman et al., 2014). Manipulating the learning context 
may therefore be ineffective if pupils perceive the context in an alternative way than 
intended. Targeting pupil cognitions, rather than solely the academic content, can represent a 
powerful tool to change learning behaviour but can often be overlooked within education 
systems (Yeager & Walton, 2011). ,QDFFRUGZLWKSUHYLRXVLQWHUYHQWLRQVWDUJHWLQJSXSLOV¶
intrapsychic appraisals (Hudley, Graham, & Taylor, 2007), resilience (Stallard & Buck, 
2013), growth mind-sets (e.g., Park, Gunderson, Tsukayama, Levine, & Beilock, 2016) and 
self-control (Duckworth, White, Matteucci, Shearer, & Gross, 2016), the present study 
investigates a method of training pupils to become more active in the satisfaction of their own 
psychological needs so that it can be maintained regardless of any variation in teachers, social 
JURXSVRUOHDUQLQJFRQWH[WV,QWHUYHQWLRQVWDUJHWLQJSXSLOV¶SV\FKRORJLFDOSURFHVVHVLQWKLV
way are rare and, to the author¶V knowledge, no pupil focused intervention has been founded 
upon the psychological constructs of BPNT.  
To provide a method of implementing such an intervention, the use of a pupil 
completed diary-log is proposed. Reflective diary logs have been shown to be useful in 
GHYHORSLQJOHDUQHUV¶DZDUHQHVVDQGUHIOHFWLRQRQWKHir psychological experiences (Kember at 
al., 1999; Shek, 2010). In particular, student completed diary methodologies have been 
widely implemented within university education to promote reflective learning practise (e.g. 
Brooman & Darwent, 2012; De Martin-Silva, Fonseca, Jones, Morgan, & Mesquita, 2015; 
Pavlovich, 2007; Travers, 2011). Diaries are not uncommon in schools and are often used to 
help pupils record progress with their homework (e.g., Swinson, 2010; Zabrorowski & 
Breidenstein, 2011) and may help pupils initiate internal dialogue that is personally relevant 
(Groves & Laws, 2000; Walshe, 2013). Furthermore, it is hoped that volitionally recording 
109 
 
occasions of psychological need fulfilment in a diary-ORJPD\KHOSDFWLYDWHSXSLOV¶
autonomous motivational orientation towards school contexts. Exposing learners to 
autonomous, rather than controlling, phrases has been found to help prompt learners towards 
an autonomous orientation (Levesque & Pelletier, 2003; Radel, Sarrazin, & Pelletier, 2009). 
To this end, such a method may be XVHIXOLQIDFLOLWDWLQJSXSLOV¶SV\FKRORJLFDOQHHG
satisfaction, self-UHJXODWHGOHDUQLQJ(INOLGHVDQGDJHQWLFHQJDJHPHQWLHSXSLOV¶
proactive contribution to their learning and the instructions received; Reeve & Tseng, 2011; 
Reeve, 2013).  
Study Overview  
To summarise, the study had two key areas of investigation. The first aim was to 
explore the general utility of a reflective diary log intervention from both a pupil and teacher 
perspective. Although reflective practise is emphasised in higher education (e.g. De Martin-
Silva et al., 2015; Travers, 2011), the extent young adolescents may understand their 
psychological experiences may differ from adult students (Gestsdottir & Lerner, 2008). The 
second aim was to identify any practical considerations in engaging pupils in the intervention. 
Regardless of a theoretical rationale, if the intervention does not have any relevance, 
importance or validity for the pupils it will be ineffective in imparting the intended 
psychological awareness (Lyst et al., 2005; Miltenberger, 2011). A common problem for 
many learning-based initiatives is getting learners to participate and engage in the respective 
initiatives (e.g. see Grant, Kinnersley, Metcalf, Pill, & Houston, 2006). Thus, both pupil and 
teacher opinions were obtained to help inform how to make the dairy enjoyable, interesting, 
and practical for pupils to complete. 7KURXJKWKHVWXG\¶Ventirety, the researcher attempts to 
inform the applicableness and feasibility of implementing the intervention within secondary 





 Participants were 22 pupils from Years 7 and 8 (10 male, 12 female; mean age = 
12.36 years, SD = 0.73 years; age range = 11 ± 13 years old) and their teachers (n = 12; 5 
male, 7 female) from two secondary schools in the UK. Twelve pupils and six teachers were 
UHFUXLWHGIURPDVHOHFWLYHJUDPPDUVFKRROSXSLOV¶PHDQDJH \HDUVSD = 0.29, male 
= 4, female = 14), with the other 10 pupils and 6 teachers coming from a selective 
comprehensive scKRROSXSLOV¶PHDQDJH \HDUVSD = 0.48, male = 6, female = 10). 
Fifty-nine percent of pupils were White English, 18% were Black African, 9% were Indian, 
and 14% reported other mixed ethnicities. Four pupils, all from the comprehensive school, 
were classified as having a Special Educational Need (SEN). Both schools were co-
educational institutions, and taught pupils ranging from 11 to 18 years of age.          
Recruitment  
+DYLQJJDLQHGHWKLFDODSSURYDOIURPWKHSULQFLSDOUHVHDUFKHUV¶XQLYHUVLW\HWKics 
committee, purposive sampling strategies were used WRUHFUXLWFRQWUDVWLQJVFKRROVDQGSXSLOV¶
from the selected year groups. In regards to recruiting schools, it was important to test the 
feasibility of the intervention in different institutional contexts. Thus, a grammar and a 
selective comprehensive school were selected that varied in their pupil selection criteria. To 
test the intervention with pupils of all academic abilities, pupils were recruited from different 
ability sets across both Year 7 and 8 pupils. Such a sampling method would help determine 
the feasibility of conducting the intervention across different school institutions, illuminating 
both similar and unique characteristics between the schools and pupils (Patton, 2002). A 
more opportunistic sampling approach was adopted to recruit teachers, selecting teachers that 
taught and had direct interaction with the participating pupils. Prior to the study commencing, 
aOOWHDFKHUVSXSLOVDQGSXSLOV¶ parents were informed that discussions would be audio 
recorded, treated in strict confidence and anonymity would be protected in the dissemination 
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of any findings. Informed parental consent was received for all participating pupils (see 
Appendix Q), and signed informed consent received from both teachers (Appendix R) and 
pupils (Appendix S).  Two pupil groups and one teacher group were recruited from each 
school.  
Procedure  
A three phase procedure was followed. Based on methods from previous school-based 
feasibility studies (e.g. Mendelson et al., 2010), a series of preliminary pupil and teacher 
focus groups were conducted to investigate their initial opinions towards the utility and 
feasibility of the proposed diary log. All focus groups were conducted in a quiet classroom. 
Following practical guidelines on the number and size of focus groups (Kruegar & Casey, 
2014), six preliminary focus groups were planned (i.e. two teacher and four pupil), after 
which it would be assessed if a critical mass of data had been obtained. All focus groups 
comprised of six participants, with the exception of one comprehensive pupil group which 
LQFOXGHGIRXUSXSLOV,QOLQHZLWKWKHVFKRROV¶SROLFLHVDPHPEHURIWHDFKLQJVWDIIZDV
present during pupil discussions, either in an adjacent room or in the background of the 
specified classroom. On average, pupil discussions lasted approximately 45 minutes and 
teacher discussions lasted between 50 minutes and one hour. The focus groups aimed to 
DFTXLUHNQRZOHGJHDQGLQVLJKWVLQWRSDUWLFLSDQWV¶VFKRROZRUOGH[SHULHQFHVZKLOVWWU\LQJ not 
to let any pre-conceived ideas blur their opinions and insights (Cohen, Manion, & Morrison, 
2013). An advantage of focus groups is that they enable group synergy and interaction to 
generate knowledge that is both relevant and applicable within a specific social context 
(Stewart & Shamdasani, 2014). As pupils and staff were already familiar with one another, it 
was hoped this would generate ideas that would help inform the applicableness of the 
intervention (Rabiee, 2004). The principal researcher conducted every focus group and 
developed a semi-structured interview schedule to provide a generic but flexible framework 
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for each group discussion (see Appendix T for pupil schedule and Appendix U for teacher 
schedule). Focus groups were structured into three distinct sections; (1) discuss the potential 
value of the diary logs; (2) identify any potential barriers to conducting the intervention; (3) 
gain practical suggestions that may need to be implemented.  Thus, group discussions 
entailed a combined perspective of induction (to uncover unforeseen ideas about the 
effectiveness of the intervention), and deduction (to interpret generated ideas in line with 
BPNT theoretical propositions). 
Following the preliminary focus groups, the next phase was to pilot a version of the 
diary-log with pupils to explore the extent they would engage and complete the diary. Pupils 
received a paper version of the diary for a two week duration. Every effort was made to 
include as many of the suggestions from the preliminary focus groups in these diaries but 
some were unfeasible given the limited timescale. Prior to administering the diary-logs, 
pupils were briefed on the aim of the dairies and how to complete them. Furthermore, written 
instructions were provided at the beginning of each diary to help pupils complete them.  
Pupils were able to record activities for each day of the two-week period (i.e. a total of 14 
days). It was explained to pupils they could complete the diary for as many days as they 
wished (see Appendix V for an example of these pupil instructions and dairy). Diaries were 
presented to pupils in a coloured folder which could be personalised. Teachers were 
instructed that they could promote, or not promote, the dairies in any way they preferred in 
order to provide an indication of the extent teachers would engage with the intervention. The 
investigators had no contact with pupils during this two-week pilot.     
The diary for each day was structured into two sections; one relating to competence 
satisfaction whereby pupils reported activities they perceived themselves to do well, and the 
other relating to relatedness satisfaction whereby pupils reported activities which they 
perceived they had worked well with others. For both sections, subsequent boxes were 
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provided for pupils to record their feelings during each activity and the reasons they 
perceived this to be the case. In regards to autonomy, the context in which a person is situated 
is central to their experience of autonomy (Skinner & Wellborn, 1997; Reeve, 2015). Rather 
than pupils recording activities where they experienced autonomy, the intervention attempted 
WRIRVWHUSXSLOV¶DXWRQRP\VDWLVIDFWLRQE\ providing them freedom to record experiences that 
were personal and meaningful to them, and in a manner of their preference (e.g., written, 
drawn or photos). To avoid pupils perceiving coercion, it was stressed to pupils that the 
diaries would not be assessed and they were free to use the diary as much as they desired, 
without repercussions if they did not complete it. 3XSLOV¶H[SHULHQFH of psychological need 
satisfaction is not exclusive to school and can be influenced by a multitude of contexts 
(Milyavskaya & Koestner, 2011). Thus, pupils were free to log any activity they wished (e.g. 
school, extra-curricular and leisure time activities). To nurture the satisfaction of SXSLOV¶ 
needs, the initial premise was for pupils to only record positive experiences and feelings, 
rather than become overly focused on more deleterious experiences of need frustration. 
Pupils were instructed that the diaries would be collected at the end of the two weeks and that 
the content would be examined by the principal researcher but not be seen by the school or 
their teachers. 
The final methodological phase involved conducting follow-up focus groups to 
acquire pupil and teacher feedback on the dairy-logs. These focus groups followed the same 
procedure as their preliminary counterparts, with the exception that pupils received a short 
questionnaire at the beginning of these follow-up discussions (see Appendix W for this 
questionnaire)7KHVHTXHVWLRQQDLUHVSURYLGHGTXDQWLWDWLYHGDWDRQSXSLOV¶ perceived 
difficulty and enjoyment of the diary, the time of day they completed the diary, the type of 
activities they recorded, and any future preferences. Teacher follow-up discussions were 
typically shorter in duration (between 20 ±
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discussions as different teachers varied in their involvement with the diary-logs. The follow-
up focus groups were designed to find out how pupils generally found the dairy-logs and any 
issues they experienced. In particular, these discussions aimed to identify any potential 
modifications and improvements that would make the diaries easier to complete, more 
appealing, and more practical. Teachers were also asked if, and how, they may promote the 
diary within schools (see Appendix X for pupil follow-up schedule and Appendix Y for 
teacher follow-up schedule).   
Data Analysis  
To identify key themes, and ensure confidentiality, the principal researcher listened to 
and transcribed the discussions from each focus group (for a general overview of these 
transcriptions, see Appendix Z for preliminary discussions and Appendix AA for the follow-
up discussions). After the two week pilot, the principal researcher collected the diary-logs 
and examined them in regards to the number of days that contained content and the quality of 
this content. The quality of the diary content was rated in the extent that pupils provided a 
detailed description of each respective activity, indicated how they felt, and considered the 
SHUFHLYHGUHDVRQVIRUWKHVHIHHOLQJV'HVFULSWLYHVWDWLVWLFVIRUSXSLOV¶TXHVWLRQQDLUHUHVSRQses 
were calculated using SPSS statistical software (version 22.0).   
Results and Discussion 
Perceived Utility and Value  
Preliminary discussions suggested WKHQRWLRQRIHQKDQFLQJSXSLOV¶RZQDZDUHQHVVRI
their psychological needs was relatively novel for teachers and pupils. Both initially 
HPSKDVLVHGFRQWH[WXDOIDFWRUVDVEHLQJFHQWUDOIRUSXSLOV¶H[SHULHQFHVDWVFKRROsuch as 
teacher feedback, praise, role models, social comparisons, or ridicule from others. 
Nevertheless, potential value was seen in the diary-ORJWRGHYHORSSXSLOV¶SRVLWLYHRXWORRNV









was echoed generically from grammar school pupils, with them suggesting the\³RIWHQIRUJHW
a loWRIWKHJRRGWKLQJVWKH\GR´the diary may ³KHOSWKHPVHHVLWXDWLRQVGLIIHUHQWO\´DQG
would provide them with an opportunity to reflect on positive experiences that they are not 
often provided. Although some comprehensive pupils offered similar sentiments, their 
opinion was much more divided with some indicating it might be boring or difficult. This 
became evident after pupils completed of the dairy as grammar school pupils commented 
WKH\³UHIOHFWHGPRUHHDFKGD\´DQG³UHPHPEHUHGWKHJRRGDVSHFWV´ZKHUHDVWKLVZDVQRW
suggested by comprehensive pupils. Even within the grammar school, one pupil felt the diary 
only made them aware of their experiences when completing the diary but not in-between 
diary entries. Thus despite the potential value, intermittent initiatives may be needed to 
GHYHORSORQJHYLW\LQSXSLOV¶SV\FKRORJLFDODZDUHQHVVDQGUHIOHFWLRQ 
Pupil Completion of the Diary  
Due to time and technology limitations, a written paper version of the dairy-log was 
trialled with pupils. In accord with the preliminary discussions, pupils were provided with 
instructions and example templates to guide them in their completion, as well as specifying a 
morning and afternoon school activity, and a leisure time activity for each day of the diary. 
Overall, 18 pupils (82%) returned their diary at the end of the study, with the four non-
returned diaries coming from pupils within the comprehensive school. The higher return rate 
from grammar school pupils may potentially be explained by them having received slightly 
higher teacher involvement with the dairy-logs, compared to comprehensive pupils that 
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received no teacher involvement. For instance, a grammar school teacher indicated they did 
not help pupils in regards to completing the diary but did provide occasional reminders to 
enquire if pupils had completed and returned their dairy. Pupils expressed mixed opinion on 
WHDFKHUV¶involvement with the dairy, as one grammar school pupil reported they were ³KDSS\
getting a well-GRQH´ZKHUHDVRWKHUV stateGWKH\ZRXOGIHHO³SUHVVXUH´RU³OLNHEHLQJWROGRII´
if teachers were involved. Thus, any teacher involvement would need to be provided in an 
autonomy supportive, rather than coercive, manner (Reeve & Jang, 2006).  
Fifty percent of the returned diaries included content for 11-14 days which suggests 
substantial engagement with the diary. In contrast, 22% of the returned diaries showed no 
engagement at all with the diary as no days had been completed or attempted. Furthermore, 
56% of the returned diaries were rated as mediocre or poor in quality. This indicates that 
across both schools, pupils may require additional help in completing the diary and reflecting 
on their experiences. It is noteworthy that seven out of the eight GLDULHVUDWHGDV³JRRG´LQ
quality were from grammar school pupils. This may be explained by the fact that pupilV¶
admission to grammar schools typically requires higher academic criteria than comprehensive 
schools. Administering the dairy to comprehensive or lower ability grammar school pupils 
may require additional support to be provided to help them complete the diary effectively. An 
H[DPSOHRIJRRGTXDOLW\ZDV³,IRXQGRXW,JRWDJRRGPark in one of my maths papers. I felt 
happy and proud ± DV,GLGEHWWHUWKDQP\ODVWWZRUHVXOWV´Le. competence satisfaction) and 
³,QFODVV,KHOSHGP\SDUWQHUZLWKWKHLUFODVVZRUN,IHOWSOHDVHGDQGVXSSRUWLYH± WKH\GLGQ¶W
NQRZKRZGRWKHZRUNDQGLWZDVQLFHWRKHOSWKHP´LHUHODWHGQHVVVDWLVIDFWLRQ.  
Potential Barriers   
Four specific barriers emerged from focus group discussions and the two-week pilot 
that may hamper the effectiveness of the proposed diary-log. These are: (1) the perceived 




questionnaire responses are presented in Table 5.1.       
Perceived Difficulty. Preliminary teacher discussions raised concerns regarding the 
extent pupils would be able to develop the intended psychological awareness independently. 
For instance, they explained that pupils may be able to log activities and their feelings but 
could not see it working if there were not regular meetings with someone to help them 
understand the link between the two. One grammar school teacher believed pupils may have 
DQDUURZGHILQLWLRQRIWKHLUSV\FKRORJLFDOH[SHULHQFHVDQGWKDWIRUPDQ\SXSLOV³VLPSO\
UHPHPEHULQJPD\PHDQUHIOHFWLRQ´Teachers also warned against having vague large boxes 
of writing that would be intimidating or confusing for pupils to complete. Pupils mirrored this 
view, suggesting they would be less likely to complete the diary if they felt they had to fill 
out a large box of writing and would prefer specific occasions to be outlined for them to 
complete (e.g. two classes and a leisure activity). Quantitative findings from the pilot 
indicated that only 14% of pupils reported they found the diary hard (see Table 5.1). On the 
contrary, pupil feedback discussions suggested that a number of pupils may have found some 
FRPPRQGLIILFXOWLHV)LUVWWKH\RXWOLQHGWKDWWKHODUJHZULWWHQER[HVZHUHTXLWH³FRQIXVLQJ´
³GDXQWLQJ´DQGDSSHDUHG³WRRPXFKZRUN´3XSLOVIURPERWKVFKRROVH[SUHVVHGWKH\ZRXOG
have preferred short questions or clear instructions to follow rather than open boxes. Second, 
and in contrast to initial suggestions, pupils found the specification of two school lessons and 
DOHLVXUHDFWLYLW\WREH³UHVWULFWLYH´DQG³OLPLWLQJ´RIWKHLUWKLQNLQJ([DPLQDWLRQRIWKH
returned diaries found that the type of recorded activities varied between school tests and 
group work (55%), sport (41%), after-school clubs (14%), and family and friends (9%). On 
the whole, pupils did not seem to struggle with thinking of activities to record. This is may 




Third, pupils expressed a desire to record negative experiences and feelings because they 
were more likely to fabricate positive activities, or not complete the dairy at all, in the event 
that they had a bad experience6RPHSXSLOVFRPPHQWHG³LI,KDGDEDGGD\,ZRXOGORRNDW
WKHGLDU\DQGQRWZULWHDQ\WKLQJ´ZKLOVWDQRWKHUVDLG ³RQDEDGGD\,MXVWZRXOGQ¶WZULWH
DQ\WKLQJDQGPD\PDNHWKLQJVSRVLWLYHXS´,WPD\EHWKDWUHVWULFWLQJSXSLOVWRRQO\SRVLWLYH
experiences may potentially thwart their sense of autonomy as pupils may perceive a lack of 
volition to record their desired outcomes (Reeve, 2009), which may subsequently lead to 
pupils becoming frustrated or disengaged with the diary.     
A Lack of Enjoyment. A general consensus emerged from teacher and pupil 
discussions that a written version of the diary would be unlikely to be successful. Pupils, 
mainly IURPWKHFRPSUHKHQVLYHVFKRROFRPPHQWHGWKDWWKHZULWWHQIRUPDWORRNHG³KDUG´
³ERULQJ´³ZRXOGWDNHDORQJWLPH´DQGZRXOGEHPRUHOLkely to be lost. Findings from the 
SLORWVKRZHGDQHYHQVSOLWLQSXSLOV¶HQMR\PHQWRIWhe diary, with 50% reporting no 
enjoyment and 50% reporting enjoyment (see Table 5.1). Strikingly, 83% of grammar school 
pupils reported they enjoyed the diary compared to only 10% of comprehensive pupils. Thus, 
it seems clear that the diary in its present format would not be appealing for comprehensive 
pupils. Delving further, reasons for pupil enjoyment seemed to relate to the psychological and 
DIIHFWLRQDWHFRQVHTXHQFHVRIFRPSOHWLQJWKHGDLU\VXFKDV³LWKHOSHGWKHPVWD\SRVLWLYH´
³LWZDVLQWHUHVWLQJDQGPDGHWKHPIHHOKDSS\´DQG³LWLQFUHDVHGFRQILGHQFH´ 
(5%). Contrastingly, reasons for a lack of enjoyment seemed associated with issues regarding 
the completion of WKHGLDU\VXFKDV³LWZDVERULQJ´³ZDVWRRPXFKZRUNDQGZULWLQJ´
(14DQG³LWZDVFRQIXVLQJ´)RXUSXSLOVGLGQRWUHSRUWDUHDVRQIRUWKHLUSHUFHLYHG
level of enjoyment. Similar to previous problems found with school diary logs (e.g., Barker & 
Weller, 2003), a lack of enjoyment seemed to be underpinned by the written components 
being compared to school homework. A written version seems unlikely to attract pupils that 
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are already disengaged on an academic front. Table 5.1 demonstrates that 73% of pupils 
would prefer an electronic mobile app version of the diary. This was the case for every 
comprehensive pupil. The comprehensive school regularly incorporated electronic 
technology within regular teaching practise and thus it is likely these pupils would be familiar 
with the use of electronic smart devices. This preference was more varied between grammar 
school pupils, with 50% of pupils preferring an electronic format and the other 50% 
preferring a paper format. It is interesting that both a lack of enjoyment (i.e. 82% of 11 and 
12 year old) and preference for an electronic app (i.e. 100% of 11 and 12 year old) were most 
prevalent with younger pupils. This may derive IURPDKLJKHUSURSRUWLRQRIWKHVDPSOH¶V
younger pupils coming from the comprehensive school, whom typically reported less 
enjoyment. Nonetheless, these findings suggest that an electronic app diary may be more 
effective in engaging younger pupils than a written version.  
Forgetting. Preliminary discussions with both teacher and pupils emphasised that 
pupils would need reminders to sustain their interaction with the diaries. Indeed, pupil 
feedback demonstrated that forgetting to complete the diary was a fundamental issue which 
ZDVXQDQLPRXVDFURVVERWKVFKRROV3XSLOVH[SUHVVHGWKHGLDU\³ZDVGLIILFXOWWRUHPHPEHU´
RUWKH\³MXVWGLGQRWUHPHPEHUWRGRLWDWDOO´ZLWKRQO\RISXSLOVUHSRUWLQJWKDWWKH\
often remembered to complete the dairy. Furthermore, a number of pupils explained they 
would complete numerous diary entries retrospectively if they had forgotten to complete the 
diary on a previous day. Although pupils were not required to complete every day of the 
diary, it seems unlikely pupils will get into a habit of using the diaries if they are not provided 
reminders; particularly given the multiple classes and academic requirements they are 
required to juggle (Brophy, 2010)3XSLOV¶UHPHPEUDQFHPD\KDYHFRQQRWDWLRQVZLWKZKHUH
they completed the diary. Over 90% of pupils reported they completed the dairy at home, 
either after school or in the evening, with some pupils indicating this was when they 
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remembered or had spare time. A potential reason for this may have been that pupils were not 
provided time during school to complete the dairy. It is important not to give pupils too much 
H[WUDZRUNWRGRRXWVLGHRIVFKRRO*RRG	%URSK\DQGSXSLOV¶H[SHriences of school 
activities may be more salient to accurately log during school time. As suggested by others 
(e.g., Barker & Weller, 2003), however, some teachers felt the diary would fail to engage 
pupils if it became part of regular school lessons. TeacKHUVVXJJHVWHGWKDW³WLPHFRXOGPD\EH
EHVHWDVLGHDWWKHHQG´RIDOHVVRQEXWWHDFKHUVIURPQHLWKHUVFKRROLQGLFDWHGWKDWWKH\
actively promoted the diary during the pilot, apart from the occasional comment to pupils.  
Perceived Relevance.  A further worry from teachers was that pupils would not 
perceive any salient benefit from using the diary. In generating social validity (Miltenberger, 
2011), teachers voiced that pupils would need to see some salient progression or 
improvement through their use of the diary, with one comprehensive teacher suggesting there 
ZDVD³ULVNUHDOO\QHJDWLYHNLGVZRXOGQRWGRLW´7KLVlack of perceived purpose may have 
been an underlying determinant for WKHFRPSUHKHQVLYHSXSLOV¶ORZHUUHWXUQDQGHQMR\PHQW
rates for the diary. This perceived personal relevance may also be important in nurturing 
SXSLOV¶DXWRQRP\VDWLVIDFWLRQWKURXJKout the intervention (Assor et al., 2002). In fact, pupils 
IURPERWKVFKRROVLQGLFDWHGWKDWWKH\³GLGQ¶WWKLQNWKHUHZDVDSRLQW´RU³GLGQ¶WVHHDUHDVRQ´
for doing the diary independent of any other incentive (e.g., school achievement points which 
could be exchanged for monetary awards). In hindsight, it seems unrealistic to expect the 
diary alone to provide pupils with a meaningful reason to engage with the intervention.  
Practical Suggestions   
To address and overcome these potential barriers, teachers and pupils provided an 
array of suggestions that could be implemented to make the intervention more feasible. These 
are distinguished into four categories: (1) Facilitating Completion; (2) Enhancing Enjoyment; 
(3) Reminders; (4) Generating Personal Relevance.   
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Facilitating Completion. First, teachers explained that pupils would need to be 
³JXLGHGWRZDUGVDQDQVZHU´To avoid problematic large boxes of writing, teachers expressed 
WKDWSXSLOVZRXOGILQGLW³HDVLHUZKHQEURNHQGRZQ´DQG³JLYHQRSWLRQV´7KHXVHRIDQ
electronic app would allow drop-down options to be presented which would eliminate the 
large boxes. As pupils had found the specified activities (i.e. school and leisure activities) to 
be restrictive, an electronic app would also enable pupils to select an activity from a series of 
options which would be more in line with their experience, and eliminate the perceptions that 
they had to answer a prescribed activity. Teachers and pupils suggested that these options 
could be progressively reduced over time to encourage pupils to think of their own examples. 
Second, unanimity emerged for intermittent sessions to be provided to help guide pupils 
regarding how to complete the diary and promote awareness of their psychological needs. 
3XSLOVIURPERWKVFKRROVH[SUHVVHGWKDW³JXLGDQFHZRXOGGHILQLWHO\KHOS´DQGWKDWIHHGEDFN
in these sessions may act as a source of incentive for them to complete the diary. An issue for 
pupils in the present study may have been that they were not provided a structured 
environment, in terms of clear expectations and regular guidance for completing the dairies 
(Skinner & Belmont, 1993). Particularly for the comprehensive pupils, the diary may have 
seemed confusing and chaotic with minimal guidance from teachers or researchers (Wang & 
Eccles, 2013). In line with previous evidence on emotional support (Baker, 2006; Furrer & 
Skinner, 2003), pupils explained they would prefer they hDGKHOS³LIWKH\ZHUHVWUXJJOLQJ´
DQGZRXOGPRWLYDWHWKHP³LIVRPHRQHLVVHHLQJWKHLUSURJUHVV´,QWKLVUHJDUGFRQWH[WXDO
need support strategies (i.e. teacher education to provide need supportive contexts; Aelterman 
et al., 2014; Cheon & Reeve, 2015; Reeve et al., 2004) would be invaluable to ensure that 
these session were supportive of pupils¶ psychological needs. Third, pupil feedback indicated 
that it would be worthwhile allowing them to record both negative and positive experiences 
within the diary. In accord with a notion of positive psychology (Gable & Haidt, 2005; 
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Huebner, 2004), it is valuable not to deny the existence of negative experiences and help 
pupils understand it is how they perceive situations that will influence their feelings and 
behaviours, rather than their actual ability.   
Increasing Enjoyment. It seems evident an electronic smart device format (e.g. 
mobile phone, tablet, or web application) would be more appealing to pupils. One 
FRPSUHKHQVLYHWHDFKHUH[SODLQHGWKDW³DQHOHFWURQLFDSSZRXOGEHRQWRDZLQQHU´ZKLOVWD
JUDPPDUVFKRROWHDFKHUUHIHUUHGWRSXSLOVDV³SKRQH-WDVWLF´3XSLOVIURPERWKVFKRROV
showed enthusiasm for an electronic app, indicating it would be more entertaining, 
accessible, and personable. Pupils also stated that WKH\³DUHDOZD\VRQP\SKRQH´³DQDSS
DQGXVLQJHPRML¶VDQLPDWHGLGHRJUDPVZRXOGEHUHDOO\FRRO´DQG³PDNHLWWKHGLDU\
HDVLHUWRFRPSOHWH´)XUWKHUPRUHDQHOHFWURQLFYHUVLRQZRXOGenable pupils to record 
activities in a variety of methods, such as uploading pictures, videos, audio clips, while still 
allowing pupils to write diary logs and take a picture to upload onto the app database. 
Although the use of electronic technology has been shown to have benefits for school 
learning (Deaney, Ruthven, & Hennessy, 2003; Martin & Ertzberger, 2013), it would need to 
be ensured that an electronic dairy did not become a distraction to pupils during regular 































Enjoyed Yes 11 1 10 4 7 1 1 9 6 4 1 10 
No 11 9 2 6 5 2 7 2 7 5 3 8 
Difficulty 
Easy 13 6 7 6 7 2 4 7 8 5 2 11 
Neither 6 3 3 4 2 1 3 2 3 3 2 4 
Hard 3 1 2 0 3 0 1 2 2 1 0 3 
Time of 
Completion 
Morning 0 0 0 0 0 0 0 0 0 0 0 0 
Lunch Time 0 0 0 0 0 0 0 0 0 0 0 0 
Afternoon 1 0 1 0 1 0 0 1 1 0 0 1 
After 
School 7 2 5 4 3 1 1 5 3 4 1 6 
Evening  14 8 6 6 8 2 7 5 9 5 3 11 
Place of 
Completion  
School 2 0 2 0 2 0 0 2 2 0 0 2 




Never  3 3 0 3 0 0 3 0 1 2 0 3 
Rarely 3 2 1 0 3 0 2 1 2 1 0 3 
Sometimes 11 4 7 5 6 2 3 6 8 3 3 8 
Often  5 1 4 2 3 1 0 4 2 3 1 4 
Always 0 0 0 0 0 0 0 0 0 0 0 0 
Preferred  
Format 
Paper 6 0 6 2 4 0 0 6 2 4 0 6 
Mobile App 16 10 6 8 8 3 8 5 11 5 4 12 
Email 0 0 0 0 0 0 0 0 0 0 0 0 
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Modern schools often utilise existing web-applications such as Edmodo.com (which 
enables open interaction between teachers, parents and pupils; see Holland & Muilenburg, 
2011), and ShowMe.com (which enables teachers to share learning videos with pupils; see 
Spencer, Coutts, Fagan, & King, 2013). In contrast to these applications, teachers suggested 
an electronic version of the proposed diary may represent a more personalised method to 
allow a database of experiences to develop over time and which pupils could look back on. 
Pupils echoed this view, indiFDWLQJWKH\IHOWDQHOHFWURQLFDSSZRXOGEH³HDVLHUWRUHIOHFW
XSRQ´FRPSDUHGWRDZULWWHQYHUVLRQ([WUDSRODWLQJIURPSULRUVXJJHVWLRQV%DUNHU	:HOOHU
2003), care would need to be taken to ensure the FRQILGHQWLDOLW\RISXSLOV¶GLDU\HQWULHV
should they desire it. For instance, disparity emerged between pupils to the extent they would 
prefer to keep their diary personal or share with other pupils. Some pupils explained they may 
IHHO³OHVVWDOHQWHG´LIWKH\FRPSDUHGWKHGLDU\ZLWKRWKHUV7RHYDGHSXSLOV¶DGRSWLRQRIHJR
involvements (Ryan & Deci, 2000) or performance avoidance goals (Elliot & McGregor, 
2001), a fundamental aspect of the LQWHUYHQWLRQZRXOGEHWRHPSKDVLVSXSLOV¶RZQVHOI-
referenced psychological need satisfaction, rather than making comparisons with other pupils.   
Reminders. Both teachers and pupils expressed that email reminders would not work 
as pupils vary in the regularity they check their school emails. Pupils explained a mobile app 
would allow regular notifications, such as popups and alerts, which would appear on their 
smart device to remind them WRFRPSOHWHWKHLUGLDU\HQWU\,QDFFRUGZLWKSXSLOV¶VHQVHRI
DXWRQRP\VRPHSXSLOVH[SUHVVHGWKDWWKH\ZRXOG³OLNHWRVHWWKHLURZQLQGLYLGXDOUHPLQGHU´
so they would receive them at their most favoured time. This seemed important to pupils as 
WKH\H[SODLQHGWKH\PD\³QRWORRNDWWKHQRWLILFDWLRQ´RULWZRXOGEH³DQQR\LQJ´LIWKH\
received them when they could not do the diary.   
Generating Personal Relevance. 7RHQJHQGHUSXSLOV¶VHQVHRI social validity and 




grammar school teacher explained that pupils like beinJ³SURYLGHGDVHQVHRIUHVSRQVLELOLW\´
and that offering a salient event to work towards would engage them. Teachers also indicated 
that a pre-scheduled event would provide pupils with a specific timeframe rather than the 
diary seeming endless. Providing relevance is a key aspect of supporting autonomy (e.g., 
Assor et al., 2002), and the idea of a challenge day was well received by pupils, with one 
SXSLOVWDWLQJWKHLQLWLDWLYHQHHGHG³DQHYHQWRUFKDOOHQJHWKDWLVWRGRZLWKWKHGLDU\«,NQRZ
it has meaning WR\RXLHWKHUHVHDUFKHUEXWWRXVLWLVMXVWDGLDU\´2WKHUH[WULQVLFPRWLYHV
were suggested by pupils, such as specific prizes and merit marks that could be collected to 
get school awards, but there may be a risk these external contingents could compromise 
SXSLOV¶psychological need satisfaction if their motives became exclusively regulated by them 
(see internalisation process; Deci & Ryan, 2000). Pupils from both schools also emphasised 
the need to have someone acknowledge their completion of the diDU\H[SODLQLQJ³it would 
make me feel like I am not doing this for nothing, and they are acknowledging I am actually 
GRLQJZRUN´ Extrapolating from transformational teaching (Wilson et al., 2012), need 
supportive sessions may not only help pupils complete the diary but may facilitate their 
engagement (Jang et al., 2010). Pupils also VXJJHVWHGWKDW³if it was less school related, more 
SHRSOHZRXOGGRLW´7KH\LQGLFDWHGWKHGLDU\ZRXOGQHHGWRDSSHDUdissimilar to school work 
with any supportive sessions being conducted in informal contexts that are unlike school 
classes. Comprehensive teachers also indicated that the diary may be initially best targeted at 
pupils lower in academic or social abilities, as it may lose its appeal if it was promoted across 
whole classes.  
Study Limitations  




need satisfaction. A particular strength of the study is that both teacher and pupil opinions 
were acquired regarding the intervention. Although pupil perceptions of the diary are 
fundamental to its potential effectiveness, if teachers do not also see a benefit then it will be 
unlikely to be incorporated into school programmes (Witt, 1986). One limitation of the study 
is that the sample size was relatively small. Secondary schools typically comprise large pupil 
cohorts and it will present a much more formidable task to administer the intervention on a 
larger scale. Despite conscious efforts to recruit a heterogeneous pupil sample, the 
recruitment method may also have biased the sample towards more typically engaged pupils. 
Nevertheless, although the findings cannot be generalised to pupils that did not volunteer or 
provide parental consent, the attained responses are invaluable to informing the 
applicableness of the intervention within secondary schools. Finally, it is acknowledged that 
the next phase will be to test the effectiveness of the intervention in regards to its potential in 
LQFUHDVLQJSXSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQDQGDFDGHPLFSHUIRUPDQFH5HJDUGOHVVLI
the proposed intervention is feasible to conduct within schools, if it is ineffective in 
HQKDQFLQJSXSLOV¶SV\FKRORJLFDOQHHGVDQGDcademic outcomes then it will be futile to 
implement on a generic school level. 
Conclusions for Future Design 
 Inferring from the concept of pupil-centred learning (e.g. Smit, Brabander & Martens, 
2014), the present study proposes an intervention that targHWVSXSLOV¶DZDUHQHVVRIWKHLU
intrapsychic experiences of psychological need satisfaction (Sheldon & Gunz, 2009). The 
development of OHDUQHUV¶SV\FKRORJLFDOSURFHVVHVKDVEHHQVXJJHVWHGWRKDYHVXEVWDQWLDO
value in facilitating academic progression (Yeager & Walton, 2011). The present method 
aims to use a diary log to help pupils become more active in their search for psychological 
need satisfaction by logging experiences of competence and relatedness which are personally 
meaningful. Focus groups with teachers and pupils, along with a two week pilot of the diary, 
127 
 
revealed an electronic app version of the diary would be most appealing for pupils and allow 
HQWULHVWREHPDGHLQDSUHIHUUHGPHWKRGLHYLGHRSLFWXUHVDXGLRZULWWHQDQGHPRML¶V$Q
electronLFDSSZRXOGDOVRDOORZUHPLQGHUQRWLILFDWLRQVWREHVHQWWRSXSLOV¶VPDUWGHYLFH
whilst drop-down options could be provided to help prompt their completion. This would 
help make the diary appear like an interactive and non-schoolwork related activity. The use 
of app technology was seen as particularly favourable by younger pupils and may be much 
more engaging than a written format. Allowing pupils to record experiences of psychological 
need frustration, as well as satisfaction, may also encourage truthful completion and make the 
diary more relatable to their real life experiences.  
The intervention would need to be integrated with existing need supportive sessions 
(e.g., Aelterman et al., 2014; Cheon & Reeve, 2015) to help guide SXSLOV¶completion of the 
diary and nurture their awareness of their psychological needs. In accord with recent 
literature (Hospel & Galand, 2016; Jang et al., 2010), it will be important that these sessions 
VXSSRUWSXSLOV¶DXWRQRP\DQGFRPSHWHQFHWRZDUGVWKHGLDU\)XUWKHUPRUHSupils expressed 
that such sessions may also offer additional encouragement for them to complete the app. 
While these face to face sessions may help pupils experience competence in completing the 
GLDU\SXSLOV¶DXWRQRPRXVHQJDJHPHQWZLWKGLDU\PD\also be fostered by culminating the 
intervention with a VKRZFDVHHYHQWIRUSXSLOVWRZRUNWRZDUGVHJDQµDFWLYLW\¶RU
µFKDOOHQJH¶GD\. This showcase event may help pupils perceive personal relevance towards 
the diary and create a sense of social validity for pupils to sustain their engagement with the 
diary. In conclusion, the present findings indicate that a pupil focused intervention may be 
feasible to conduct with secondary school pupils. Further analytical research would be 


































The central objective of this thesis was to understand and extend knowledge of how 
SXSLOV¶basic psychological needs of autonomy, competence, and relatedness may enhance or 
diminish their psychological, behavioural and academic functioning during early secondary 
school. Building on prior evidence, this thesis addressed two methodological gaps by 
adopting a person-FHQWUHGDSSURDFKWRSXSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQDQG
longitudinally assessing if each psychological need predicted conceptions of change in school 
attainment. Two practical gaps were also addressed E\H[DPLQLQJLISXSLOV¶SV\FKRORJLFDO
need frustration explained active and passive forms of classroom disengagement, and 
investigating the feasibility of FRQGXFWLQJDQLQWHUYHQWLRQWDUJHWLQJSXSLOV¶RZQSV\FKRORJLFDO
need satisfaction. This final chapter begins by providing a summary of the key findings of 
these research chapters before moving on to discuss the conceptual and applied implications 
in more detail.        
Summary of Key Findings  
 The person-centred methodology revealed four distinct pupil psychological need 
profiles existed within the pupil sample. The satisfied group reported the highest satisfaction 
for each psychological need and revealed the highest classroom performance, well-being, 
autonomous motivation and lowest ill-being, whereas a dissatisfied group reported the 
opposite. A group only high in competence satisfaction and another group only high in 
relatedness satisfaction reported similar but moderate levels of autonomous motivation, well- 
being and ill-being despite showing different profiles. Autonomy represented the least 
satisfied need within each respective profile. Moreover, autonomy satisfaction in Chapter 3 
was found not to predict school grades nor explain temporal attainment patterns. In line with 
these findings, the measurement of school autonomy is considered in more detail later in this 
chapter.   
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In regard to school performance, findings in Chapter 2 and 3 both associated 
competence satisfaction with higher pupil attainment at school. Specifically, research in 
Chapter 2 illustrated pupils with profiles higher in competence satisfaction were rated as 
performing better in the classroom by their teacher. Research in Chapter 3 advanced these 
findings, illustrating that pupil differences in competence satisfaction predicted increases in 
actual school grades across the school year. Additionally, pupil differences in relatedness 
satisfaction were found to buffer against the summer decay of school grades following their 
summer vacation from school. 
  Examination of different types of classroom disengagement in Chapter 4 revealed 
WKHIUXVWUDWLRQRISXSLOV¶FRPSHWHQFHZDVDVVRFLDWHGZLWKSDVVLYHGLVHQJDJHPHQWZKLFKZDV
XQGHUSLQQHGE\UHGXFWLRQVLQVXEMHFWLYHYLWDOLW\,QFRQWUDVWSXSLOV¶DXWRQRP\IUXVWUDWLRQZDV
indicative of both active and passive disengagement but neither process was explained by the 
experience of subjective vitality. These disengaging processes were all shown to be 
associated with pupil perceptions of psychologically controlling teaching.    
Finally, the feasibility study in Chapter 5 identified potential barriers and 
recommendations for implementing a pupil-orientated intervention based upon the basic 
psychological needs. The intervention was proposed as a pupil completed diary log and 
attempted to help pupils become more active in their search for psychological need 
satisfaction as opposed to solely depending on the learning environment. In general, teachers 
and pupils indicated the intervention may be feasible and could have substantive benefits in 
developing positive thought patterns to help pupils academically at school. Nevertheless, it 
was stressed that the dairy would need to be easy for pupils to complete, enjoyable to interact 
with, accompanied by reminders and have personal meaning for pupils. Teacher and pupil 
suggestions indicated an electronic app version of the diary would be most appealing and 
easy to complete, as well as allowing notification reminders. Findings also indicated the diary 
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would need to be integrated with existing need supportive sessions (e.g., Aelterman et al., 
2014) to assist pupil completion and conclude LQDVKRZFDVHHYHQWHJDQµDFWLYLW\¶GD\WR
SURYLGHSXSLOV¶ZLWKDVDOLHQWDQGSHUVRQDOUHDVRQWRXVHWKHGLDU\  
Together these findings indicate how the satisfaction and frustration of SXSLOV¶
psychological needs may explain classroom functioning, attainment patterns and different 
types of school disengagement. The findings also provide insights into advancing existing 
contextual BPNT interventions by tapping LQWRSXSLOV¶RZQFRJQLWLYHDVSHFWVRI
psychological need satisfaction. In the subsequent sections, these findings are discussed in 
more detail with regard to the methodological and practical gaps identified in Chapter 1, 
along with potential limitations and recommendations for future research. The thesis also 
provides practical recommendations for teachers in line with the present findings.   
Methodological Considerations 
Pupil Psychological Need Profiles  
Concordant with the theoretical tenets of BPNT (Deci & Ryan, 2000; 2002), the 
satisfaction of all three basic psychological needs is UHTXLUHGIRUSXSLOV¶optimal 
psychological and academic development. Traditionally, BPNT research has shown this to be 
the case by treating the three psychological needs as separate variables (e.g., Chen, 2014; 
Raufelder et al., 2015). Although such a variable-centred methodology offers substantial 
value for robust statistical analyses and conceptual clarity of BPNT-based variables, it can 
overlook the reality that pupils function due to the interaction of all three needs in 
combination (Bergman & Andersson, 2010). The adoption of a person-centred methodology 
places the focus on the individual, and the interaction of all variables, and thus offers useful 
insights into how pupils may actually function due to their psychological need composition 
(Bergman & Andersson, 2010). This approach has been taken to assess pupil profiles 
comprising of autonomous and controlled motivations (e.g., Vansteenkiste, Sierens, Soenens, 
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Luyckx, & Lens, 2009), yet there seems to be a vacancy for such an approach to be taken to 
examine SXSLOV¶SV\FKRORJLFDOneeds. The researcher addressed this void in Chapter 2 by 
identifying if pupil groups with different psychological need profiles existed within 
classrooms, and if they differed in school performance, well-being and motivation.  
The emergence of four distinct profiles illustrates that pupils may experience the three 
psychological needs in different ways within school classrooms. These different pupil 
profiles provide insight into the interplay between SXSLOV¶psychological needs and outline 
specific need deficits that some groups may experience in classrooms. Pupils in the 
competent group were found to have particularly low autonomy satisfaction and relatively 
low relatedness, whereas the related group reported relatively low competence satisfaction. 
These groups reported relatively high competence or relatedness satisfaction, respectively, 
but the satisfaction of these needs was not as high as the satisfied group which reported the 
highest satisfaction across all three needs. Building on previous findings regarding the 
balanced satisfaction of all three psychological needs (Sheldon & Niemiec, 2006), the present 
findings suggest the optimal satisfaction of each need may be facilitated by the satisfaction of 
the other two needs. For example, it seems unlikely that groups will report optimal 
competence satisfaction when they experience a lack of autonomy and relatedness. 
Conversely, the dissatisfied group displayed the lowest satisfaction for each individual need 
when reporting low satisfaction across all three needs simultaneously. Although the three 
psychological needs represent distinct entities and will be experienced separately, there may 
be apparent synergies that exists between the three needs. The person-orientated findings in 
Chapter 2 further verify BPNT proposals for pupils to experience the satisfaction of three 
psychological needs in classrooms (Ryan & Niemiec, 2009). 
 In line with previous evidence regarding pupil well-being (e.g., Saeki & Quirk, 2015), 
autonomous motivation (e.g., Standage et al., 2005) and school achievement (Badri et al., 
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2014), the satisfied group reported the highest levels of well-being, autonomous motivation, 
and teacher-rated performance. In contrast, the dissatisfied profile demonstrated the lowest 
classroom performance, well-being, autonomous motivation and highest levels of ill-being. 
The two groups reporting specific need deficits fell in-between the satisfied and dissatisfied 
groups, demonstrating moderate levels of each outcome. Although the satisfaction of only 
one need may enable pupils to function moderately well in class, it is the satisfaction of all 
three needs in combination that facilitate the most adaptive psychological and academic 
functioning (Ryan & Deci, 2002).  
The group patterns indicate that perceived competence may be particularly valuable 
for pupils at school. The largest discrepancy between the dissatisfied and other groups was in 
competence satisfaction, and groups reporting higher competence satisfaction were rated as 
performing better in class. This suggestion is in accord with previous findings regarding pupil 
grades, effort and well-being (e.g., Jang et al., 2009; Taylor & Lonsdale, 2010; Véronneau et 
al., 2005). It seems pupils experiencing a lack of competence satisfaction at school may be at 
particular risk of maladaptive school functioning.  
The most predominant pupil cluster in Chapter 2 was the dissatisfied profile which is 
particularly concerning for schools. These pupils may be at the greatest risk of poor academic 
developments, school truancy, and classroom delinquency (e.g., Archambault et al., 2009; 
Henry, Knight & Thornberry, 2012). The next most predominant profile was the competent 
profile, with these pupils feeling they could do class work but not reporting high autonomy or 
relatedness. Given that nearly two thirds of the pupil sample displayed these two profiles, 
there seems a necessity for further need supporting initiatives to be developed and conducted 
within secondary schools. This was a driving incentive for investigating one such method in 
Chapter 5.  
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These group patterns would not have been uncovered through a traditional variable- 
centred methodology which typically considers the linear pattern between variables rather the 
complex and interactive nature of those variables together (Bergman & Magnusson, 1997). 
This is not to say that a person-centred methodology does not have limitations. The present 
method of cluster analysis was based on hierarchal clustering algorithms which then require 
subjective interpretation to understand the pattern and processes associated with each 
psychological need profile (Bauer & Shanahan, 2007). Consequently, such approaches can be 
considered less statistically robust compared to correlations and relationships investigated 
within variable-centred analysis (Bergman, Magnusson, & El-Khouri, 2003). Nevertheless, 
uQFRYHULQJVXFKSDWWHUQVEHWZHHQSXSLOV¶psychological needs may provide educators with a 
clearer understanding of why certain pupils may display less optimal, or maladaptive, 
classroom motivation or behaviour.  
This knowledge may also provide educators with insights into developing future 
teaching practise for specific pupil requirements. Pupils in the dissatisfied group may initially 
benefit most from teaching that supports both their autonomy and competence simultaneously 
(e.g., Hospel & Galand, 2016). Such a VWUDWHJ\PD\DOVRKHOSHQKDQFHWKHFRPSHWHQWJURXS¶V
low autonomy satisfaction DQGWKHUHODWHGJURXS¶VUHODWLYHO\ORZFRPSHWHQFHDQGDXWonomy 
satisfaction (e.g., Jang et al., 2010; Reeve et al., 2004). It is also important that such strategies 
DUHSURYLGHGZLWKHPRWLRQDOVXSSRUWWRIRVWHUSXSLOV¶IHHOLQJRIUHODWHGQHVVLQWKHFODVVURRP
(e.g., Wang & Eccles, 2013). These need supportive teaching strategies are outlined in more 
detail in the penultimate section of this general discussion.    
To summarise, these person-centred findings offer further validity to the conceptual 
and practical importance of SXSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQin schools (Ryan & Deci, 
2002). The identification of distinct pupil profiles illustrate how pupils may differ in their 
psychological need experiences, and personal and academic outcomes. A noticeable trend in 
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these group associations was that autonomy was the least satisfied need in every group. In the 
same vein, autonomy satisfaction was unexpectedly found not to predict school grades nor 
explain temporal attainment patterns in Chapter 3. These autonomy associations seem worthy 
of further consideration and interpretation, and will be discussed in more detail in the 
following section.   
Pupil Autonomy at School   
 The experience of autonomy is a central component of both SDT and BPNT (Deci & 
Ryan, 2000). Fundamentally, BPNT posits that autonomy requires behaviour to be self-
HQGRUVHGDQGHPDQDWHIURPRQH¶VVHOIUDWKHUWKDQcontrolled by external contingencies (Ryan, 
Kuhl & Deci, 1997). School classrooms represent compulsory contexts in which pupils have 
to undertake prescribed activities. Thus, it could be argued that pupil autonomy satisfaction 
may not be easily fostered in compulsory schools (Brophy, 2010). Prior evidence, however, 
has shown that pupils can experience high autonomy satisfaction in classrooms which support 
rather than thwart their autonomy (e.g., Cheon & Reeve, 2015). The finding that autonomy 
represented the least satisfied need in Chapter 2 may be an indication that the sampled 
classrooms may be particularly controlling in nature. These teachers and schools may benefit 
from interventions that facilitate the support of SXSLOV¶DXWRQRP\DWVFKRROHJ Cheon & 
Reeve, 2013; Reeve et al., 2004). Pupil autonomy satisfaction has also been found to predict 
better school grades as a consequence of higher school engagement (Jang et al., 2012). Thus, 
it may be that autonomy facilitates higher school grades through other mechanisms (e.g. 
school engagement) and not directly as found in Chapter 3.  
 Although these explanations are plausible, an alternative interpretation of these 
autonomy findings may derive from the current measure of autonomy satisfaction used in 
Chapters 2 and 3. The multidimensional nature of autonomy has been widely debated in the 
literature and become difficult to clearly interpret due to inconsistencies in definition (e.g., 
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Houlfort, Koestner, Joussemet, Nantel-9LYLHU	/HNHV1RRP'HNRYLü	0HHXV
1999). From a BPNT perspective, a key distinction is that autonomy does not imply 
independence, whereby pupils do not rely on others for guidance or are free to do as they 
please (Chirkov5\DQ.LP	.DSODQ%317¶VLQWHUSUHWDWLRQRIDXWRQRP\UHIHUVWR
the self-governance of behaviour; in other words, pupils will autonomously participate in 
compulsory school activities when they feel they do so out of their own volition (La Guardia, 
Ryan, Couchman, & Deci, 2000). In this regard, autonomy has been operationalised into 
affective and decisional components (Houlfort et al, 2002). The affective components relate 
to aspects of volition (Reeve et al., 2003) and psychological freedom (Hmel & Pincus, 2002). 
The decisional aspects relate to ownership of behaviour, whereby behaviour is void of 
external coercion but in line with personal choice (Reeve et al., 2003), interest (Weinstein, 
Przybylski, & Ryan, 2012) and perceived relevance (Assor et al., 2002).  
 A potential limitation of the present autonomy measure is that the items 
SUHGRPLQDWHO\WDSSHGLQWRSXSLOV¶VHQVHRIperceived choice for school activities. These items 
placed the behavioural choice itself, rather than volition or behavioural ownership, as the 
focal criteria by considering the extent pupils felt they could choose to do activities at school 
HJ³,FDQGHFLGHZKLFKDFWLYLWLHV,ZDQWWROHDUQ´³,KDYHDVD\UHJDUGLQJZKDWVNLOOV,
ZDQWWROHDUQ´ In reality, pupils will be aware that they will not have free choice over 
prescribed school activities and learning material. The finding that autonomy satisfaction did 
not predict temporal attainment patterns in Chapter 3 may suggest that pupil autonomy 
reflecting choice over school activities may not be indicative of pupil grades. These findings 
are not dissimilar from previous evidence that found autonomy satisfaction did not associate 
with pupil effort when measured using the same items as the present research (Taylor & 
Lonsdale, 2010) and negatively predicted school grades when operationalised as independent 
decision ± making (Isakson & Jarvis, 1999). Pupil reports of being able to choose school 
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activities may not accurately reflect SXSLOV¶DXWRQRPRXVSDUWLFLSDWLRQat school (e.g., '¶$LOO\
2004; Katz & Assor, 2007). From a practical perspective, there may be occasions when 
pupils are allowed to choose learning material but still feel forced to complete it. The 
provision of pupil choice will only enhance autonomy if the choice is reOHYDQWWRSXSLOV¶
personal values, goals and interests (e.g., submitting work in a preferred format; Assor et al., 
2002; Katz & Assor, 2007). Pupils may in fact need teacher guidance and structure regarding 
learning activities to help direct their academic development, but the relevance of these 
activities need to be explained to pupils so they perceive volition and ownership over their 
participation (see Hospel & Galand, 2016; Jang et al., 2010).  
To summarise, the findings regarding pupil autonomy in Chapter 2 and 3 may offer 
credence for further consideration of the measurement of \RXQJDGROHVFHQWV¶ school 
autonomy. It should not be interpreted that autonomy satisfaction is not important for pupils¶ 
school grades, nor that pupils cannot experience high autonomy satisfaction at school. 
Instead, it seems important that any measures RISHUFHLYHGFKRLFHH[SOLFLWO\WDSLQWRSXSLOV¶
feelings of volition and personal relevance for the choice as opposed to the choice itself 
(Assor et al., 2002; Reeve et al., 2003). The next section discusses psychological need 
satisfaction in relation to school attainment, specifically focusing on the longitudinal findings 
in Chapter 3.  
Conceptualisation of Change in School Attainment  
 The person-centred findings in Chapter 2 illustrated that pupils experiencing the 
satisfaction of all three needs were rated as performing better in the classroom. Across all 
four groups, groups higher in competence satisfaction were associated with higher ratings of 
classroom. Such findings are in line with previous evidence (e.g., Hardre & Reeve, 2003; 
Jang et al., 2009). One potential caveat to these findings was the small effect size for these 
group differences in performance, compared to the outcomes of well-being, ill-being and 
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motivation. A potential reason for these smaller effect sizes may be that classroom 
performance was the only outcome not measured by pupil self-report, and therefore would 
not be suspect to inflated effect sizes associated with possible common method variance 
(Lindell & Whitney, 2001). It may also be that there are additional factors other than 
psychological needs that explain variation in school performance. For example, school 
attainment has also been found to be influenced by factors such as academic help from 
parents or teachers (e.g., Levpuscek, Zupancic, & Socan, 2012), behavioural engagement 
(e.g., attendance; Li & Lerner, 2011) and prior numeracy or literacy skills (Duncan et al., 
2007). The investigation in Chapter 3 expands on the cross-sectional evidence in Chapter 2 
by investigating the temporal change and summer decay of actual pupil grades rather than 
teacher perceptions. In contrast to the clustering of the three needs in Chapter 2, the 
disentanglement of each need in Chapter 3 allows for more robust statistical analysis of their 
unique relations with the two conceptualisations of change (i.e. over time and summer 
decay).  
Specifically, the findings revealed that pupil differences in competence satisfaction 
not only predicted school grades but resulted in increases in grades across the school year. 
Previous longitudinal evidence suggested that increases in competence satisfaction were 
particularly important for dealing with the demands of school and academic adjustment 
(Ratelle & Duchesne, 2014). It seems that SXSLOV¶H[SHULHQFHVRIcompetence satisfaction 
may help drive their attainment when at school. Extrapolating from previous findings (e.g., 
Durik, Vida, & Eccles, 2006; Taylor & Lonsdale, 2010), pupils higher in competence 
satisfaction may be more likely to display greater effort and learning behaviour at school 
which may help enhance their school grades over time.  
  When interpreting these temporal attainment increases associated with competence 
satisfaction, two important considerations arise. First, it is noteworthy that even pupils low in 
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competence satisfaction still demonstrated an increase in school grades but to a lower degree 
than pupils higher in competence. This would insinuate that all pupils may naturally increase 
in school grades across the school year regardless of their competence satisfaction. Although 
a precise cause for this generic attainment increase is unable to be determined from the 
present data, another possibility may be that teachers may have a tendency to mark work 
progressively higher throughout the school year. Nevertheless, it is encouraging that all 
pupils show academic progression over their time at school. The second consideration from 
the data is that pupils achieving higher grades may be at a predisposition to experience higher 
competence at school. Previous findings have shown that pupils that were more engaged at 
school reported higher competence satisfaction as consequence of their teacherV¶VXSSRUW 
(Opdenakker & Minnaert, 2014). Deducing from this evidence, it may be that pupils 
achieving higher school grades receive more positive reinforcement and academic support 
from teachers which subsequently nurtures competence satisfaction. If this is the case, future 
initiatives may need to help teachers foster competence satisfaction for pupils that do not 
achieve as high grades. 
In regards to the summer decay of school grades, the finding that relatedness 
satisfaction may protect against these summer attainment declines offers new insights into 
enhancing pupil attainment across different school years (e.g., Cooper et al., 1996). Both 
cross-sectional (e.g., Baker, 2006) and longitudinal (e.g., Song, Bong, Lee, & Kim, 2015) 
evidence have illustrated that close supportive bonds and attachment at school can have 
positive relations with school grades. The present evidence advances these findings, 
indicating that relatedness satisfaction may be important IRUIDFLOLWDWLQJSXSLOV¶VFKRROJUDGHV
following a long lay-off from school. Experiences of school relatedness have been associated 
with positive school affections, social functioning (e.g., Davidson, Guest, & Welsh, 2010; 
Gest, Welsh, Domitrovich, 2005), future school engagement (Furrer & Skinner, 2003) and 
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help-seeking behaviours (Marchand & Skinner, 2007). Indeed, the satisfied pupil group in 
Chapter 2 displayed the highest well-being and reported high levels of relatedness 
satisfaction. Pupils that feel emotionally supported and connected at school may be more 
likely to look forward to school, strive to meet the expectations of school, and be more likely 
to seek help from supportive social groups either over the summer or immediately upon 
returning to school after the summer holiday.  
Interpersonal school bonds have been found to protect against negative family 
relations at home (Loukas, et al., 2010) and offer a protective resource against poor academic 
functioning (Baker, 2006). Existing knowledge of the summer decay of school grades has 
indicated that pupils from minority ethnic groups and lower socio-economic backgrounds 
typically show a greater summer decay in their school grades (e.g., Alexander et al., 2007; 
Downey, von Hippel & Broh, 2004). The present findings provide further insights into why 
this is may be the case as these pupil groups may be suspect to lower relatedness satisfaction 
at school (see Kuperminc, Blatt, Shahar, Henrich, & Leadbeater, 2004). BPNT proposes that 
when an individual lacks the satisfaction of a psychological need they may attempt to 
substitute this void with compensatory external aspirations (Ryan & Deci, 2000). Although 
not directly assessed in the present research, pupils that lack relatedness at school could 
potentially seek to disengage with school related activity over the summer holiday and seek 
acceptance in activities that are unconducive to their academic development (Knecht et al., 
2010). Nevertheless, it seems fundamental that schools provide pupils with emotional and 
interpersonal support to reduce declines in school grades after a summer holiday. This 
emotional support will need be provided to pupils from teachers but also emphasised between 
pupils themselves (Ruzek et al., 2016). 
To summarise this section regarding school attainment, the present findings help 
uncover the unique processes that each psychological need may have with school attainment. 
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Perceived competence satisfaction seems to be important for increasing school grades at 
school, whereas relatedness satisfaction seems fundamental for reducing the summer decay of 
school grades. In accord with BPNT propositions (Deci & Ryan, 2000), however, it is 
important to stress that the satisfaction of all three needs will likely result in the most optimal 
school performance. This was emphasised in Chapter 2 with the satisfied group displaying 
the highest classroom performance. Due to the present measurement of autonomy, addressed 
earlier, further research may be required to investigate how autonomy satisfaction may 
influence temporal changes and the summer decay of school grades. In the next section, the 
discussion moves on to discuss the more practically driven gaps that this thesis addresses.  
Practical Considerations 
Active and Passive Pupil Disengagement   
 Pupil disengagement at school is one of the biggest issues for school teachers 
(Fredericks, 2014) and can embody pupil passivity (e.g., Paulsen & Bru, 2008) or more active 
behaviours of defiance and disruption (e.g., Sun & Shek, 2012; Van Petegem et al., 2015). 
Extending previous work on generic pupil disengagement (e.g., Jang et al., 2016), the present 
findings in Chapter 4 illustrate how these active and passive forms of disengagement may 
UHVXOWIURPWKHIUXVWUDWLRQRISXSLOV¶DXWRQRP\DQGFRPSHWHQFHUHVSHFWLYHO\7KHILQGLQJ
that these processes were associated with perceptions of psychologically controlling teaching 
may be telling for how to avoid pupil disengagement in classrooms.    
Specifically, the frustration of competence was found to underpin passive 
disengagement at school as a consequence of reduced subjective vitality. Analogue with 
learned helplessness (Elliot & Dweck, 1988), the feeling of incapableness seems to act as a 
de-energising threat to RQH¶Vself and leads to passive avoidance of school activities (Skinner 
& Wellborn, 1997). Whereas competence satisfaction was found facilitative of school 
achievement in Chapter 3, the impediment of competence seems to provoke a helpless 
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response which derives from feeling unable to be successful or overcome setbacks and 
failure. Such feelings of helplessness appear to result in a self-handicapping process with 
pupils inhibiting their own academic development by becoming unwilling to answer 
questions or evading challenging tasks. Indeed, a lack of perceived competence has been 
associated with increased concealment behaviour at school (Marchand & Skinner, 2007). The 
apathetic nature of this disengagement may be difficult for teachers to identify and therefore 
may go unaddressed (Tam, Zhou, & Harel-Fisch, 2012). Furthermore, this helpless response 
may put pupils at risk of school drop-out, truancy, and academic failure (Henry, Knight, & 
Thornberry, 2012; Legault et al., 2006; Leroy & Bressoux, 2016). Consequently, it seems 
essential that schools develop structured strategies that allow pupils to understand how to be 
successful at school whilst ensuring they are not made to feel incapable of academic success 
(Skinner & Belmont, 1993). Such competence supporting teaching methods are outlined in 
the penultimate section of this chapter.  
,QFRQWUDVWWRFRPSHWHQFHIUXVWUDWLRQWKHIUXVWUDWLRQRISXSLOV¶DXWRQRP\ZDV
associated with both active and passive disengagement but neither process was explained by 
subjective vitality. Rather than a threat to the self, the obstruction of autonomy seems to 
reflect a threat from the context and may elicit an active or passive response to escape the 
source of perceived coercion and heteronomy (Skinner & Wellborn, 1997). For instance, 
pupils that feel coerced may react in an active and rebellious manner that is similar to 
processes underpinning delinquency (Barber, 1996; Pettit et al., 2001) and reactance (Pavey 
& Sparks, 2009). This active detachment is conceptually comparable to the notion of 
oppositional defiance, whereby pupils will bluntly reject the heteronomous authority and 
become restless, disobedient and disruptive (Van Petegem et al., 2015). In contrast, the 
passive autonomy response indicates a more subtle avoidance by simply switching off from 
the perceived heteronomous context. These passive pupils will be less noticeable than pupils 
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disengaging in a more reactive manner but it is important that teachers are aware of both 
GLVHQJDJLQJUHVSRQVHVZKHQSXSLOV¶DXWRQRP\LVWKZDUWHG    
To speculate further on the different disengaging responses associated with autonomy 
frustration, it may be that the passive response represents an obstruction of the affective 
components of autonomy (see Houlfort et al, 2002). For instance, pupils may passively 
attempt to escape experiences of a lack of volition due to feeling pressure, tension, or guilt. 
This may be the result of internal psychological controlling teaching which uses subtle 
pressurising tactics to induce feelings of guilt and shame (e.g., everyone should be able to 
answer these qXHVWLRQVWKH\DUHYHU\HDV\´RUportray disapproval through facial expression 
and the withdrawal of attention if pupils fail to meet expectations (i.e. conditional regard; see 
Haerens et al., 2016; Roth, Assor, Niemiec, Ryan, & Deci, 2009). In contrast, an active and 
rebellious reaction may be initiated when the decisional aspects of autonomy are frustrated. 
This may result from teDFKHUV¶XVHRIH[WHUQDOpsychological control which involve overt 
threats of punishment, emphasis of deadlines or use FRQWUROOLQJVWDWHPHQWVHJ³GRWKLV
EHFDXVH,VD\VR´). Pupils may reactively oppose such overt coercive tactics that attempt to 
force them to do activities against their will (Haerens et al., 2016). The present work did not 
differentiate between internal and external forms of teacher psychological control but the 
present findings may form the basis for future research to explore these different disengaging 
responses found with autonomy frustration.  
In accord with previous evidence on pupil disengagement, bullying, amotivation and 
defiance (e.g., Assor et al., 2005; Jang et al., 2016; Haerens et al., 2015; Hein et al., 2015), 
the present thesis further emphasises the importance for teachers not to use psychologically 
FRQWUROOLQJEHKDYLRXUV3V\FKRORJLFDOO\FRQWUROOLQJWHDFKLQJGRHVQRWUHIHUWRWKHWHDFKHUV¶
position of objective authority in the classroom (i.e. control of a class), nor does it simply 
equate to a lack of autonomy support (Haerens et al., 2015). Instead, teachers that are 
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psychologically controlling adhere to a teacher-centred agenda that will actively disregard 
SXSLOV¶SHUVSHFWLYHVDQGW\SLFDOO\SUHVVXULVHRUFRHUFHSupils to think and behave in certain 
ways (Reeve, 2009). Despite this evidence, some teachers may actually interpret 
psychological control as an effective method of engaging pupils and will regularly 
demonstrate and prefer to use such strategies (Newby, 1991; Reeve et al., 2014; Reeve & 
Assor, 2011; Taylor et al., 2009). In addition, some teachers may use psychological control in 
response to institutional pressures placed upon them (e.g., time restrictions, extensive 
prescribed teaching material, or pressures regarding pupil attainment quotas), poor pupil 
behaviour or a lack of pupil motivation (Pelletier, Séguin-Lévesque, & Legault, 2002; Reeve, 
2009). The findings in Chapter 4 highlight why such teaching strategies, no matter how well-
intended, can be counterproductive and result in both active and passive disengaged pupils. 
Helping teachers recognise these psychologically controlling behaviours, and to consider the 
deleterious experiences pupils may have in the presence of such teaching, may have practical 
value in reducing pupils¶ psychological need frustration at school.        
Considering the findings of the thesis to this point, it is clear that the satisfaction of 
SXSLOV¶SV\FKRORJLFDOQHHGVDQGODFNRIWKHLUIUXVWUDWLRQ, is vital for optimal school and 
personal development. School institutions are encouraged to develop teaching practise and 
methods that allow SXSLOV¶SV\FKRORJLFDOQHHGVWREHfulfilment rather than thwarted (Deci, 
2009; Ntoumanis & Standage, 2009). Yet looking back to the group profiles in Chapter 2, just 
less than a fifth of the pupils displayed a satisfied profile. Thus, there seems to be a necessity 
IRUIXUWKHULQLWLDWLYHVWRIRVWHUSXSLOV¶SV\FKRORJLFDOQHHGVDWLVIDFWLRQ7KLVOHDGVLQWRWKH
second practical issue this thesis addresses regarding the potential for developing a school-
EDVHGLQWHUYHQWLRQWKDWWDUJHWVSXSLOV¶RZQH[SHULHQFHRIWKHLUSV\FKRORJLFDOQHHGVThis is 




BPNT adopts an organismic-dialectic perspective to the experience of psychological 
needs (Deci & Ryan, 2000). That is, SXSLOV¶psychological need satisfaction requires a need 
supportive learning environment in which pupils perceive their needs to be satisfied. From an 
applied perspective, empirical research has predominately addressed the social considerations 
by outlining how teachers can become need supportive through the use of autonomy 
supportive, structured and interpersonal involved teaching strategies (e.g., Reeve & Halusic, 
,QGHHGSXSLOV¶SHUceptions of these strategies have been associated with autonomous 
motivation (e.g., Gillet et al., 2012; Taylor & Ntoumanis, 2007), school engagement (Wang 
& Eccles, 2013), and academic achievement (Diseth et al., 2012). These positive pupil 
outcomes have also been evidenced when teachers have been rated as more need supportive 
by trained observers (e.g., Jang et al., 2010; Van den Berghe et al., 2013). Consequently, a 
large number of contextual interventions have attempted to change teachers¶ beliefs and 
behaviours regarding autonomy supportive teaching (e.g., Cheon, Reeve, & Song, 2016; 
Wang, Ng, Liu, & Ryan, 2016), both autonomy support and structure (e.g., Aelterman, et al., 
2014; De Naeghel et al., 2016) or all three need supportive behaviours (e.g., Tessier et al., 
2010). These interventions have been found to lead to pupil need satisfaction, reduced need 
frustration, autonomous learning, school engagement, and better school grades.  
Despite these positive outcomes, contextual interventions seem to address the social 
aspects of BPNT but may overlook the cognitive development of the pupils themselves. They 
imply that pupils are passive in their experiences of their psychological needs, relying on the 
teacher to demonstrate need supportive behaviours. Even within highly need supportive 
contexts, pupils that have negative thought patterns may be at risk of experiencing low 
psychological need satisfaction. $VHFRQGLVVXHLVWKDWWHDFKHUV¶SHUFHSWLRQVRIWKHLUQHHG
supportive behaviour may not always be perceived by their pupils (e.g., Aelterman et al., 
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2014; Taylor & Ntoumanis, 2007). Enhancing need supportive teaching will only be effective 
if pupils perceive this to be the case. A third limitation is need supportive teaching can be 
difficult for many teachers to conceptually understand (Aelterman et al., 2013). Although 
evidence has shown teachers can be taught to use and maintain these strategies (Cheon & 
Reeve, 2013), there may be a risk that teachers will not always display need supportive 
teaching consistently (Reeve & Assor, 2011; Taylor et al., 2009).  
To supplement these existing need supportive interventions, there may be potential to 
GHYLVHDQLQWHUYHQWLRQWKDWGLUHFWO\WDUJHWVSXSLOV¶RZQXQGHUVWDQGLQJDQGDZDUHQHVVRIWKHLr 
psychological needs. Building on work regarding agentic engagement (Reeve & Tseng, 
IRVWHULQJSXSLOV¶DZDUHQHVVRIWKHLUSV\FKRORJLFDOQHHGVPD\KHOSWKHPEHFRPHPRUH
active in their own need satisfaction. Comparable pupil-orientated initiatives have been 
VKRZQWRSRVLWLYHO\LQIOXHQFHSXSLOEHKDYLRXUDQGOHDUQLQJZKHQQXUWXULQJSXSLOV¶RZQ
growth mind-set (e.g., Park et al., 2016), self-control strategies (Duckworth, et al., 2016) and 
behavioural appraisals (Hudley et al., 2007). These initiatives have been shown to be a useful 
academic tool by developing adaptive psychological processes (Yeager & Walton, 2011). 
Given the findings from this thesis, and the substantial evidence base highlighting the value 
of psychological need satisfaction, there may be value in investigating the feasibility of a 
pupil-IRFXVHGLQWHUYHQWLRQEDVHGXSRQSXSLOV¶SV\FKRORJLFDOQHHGV 
  The findings in Chapter 5 indicate that an intervention, which taps more directly into 
SXSLOV¶RZQSHUFHSWLRQVRIWKHLUSV\FKRORJLFDOneeds, may be feasible in the form of a pupil 
completed diary-log. Teacher and pupils expressed that such a method may be useful for 
generating SXSLOV¶sense of individuality and positive reflection that are difficult for teachers 
to instil alone. Nevertheless, it seems the practicalities and appeal of a pupil-completed diary-
log would require an electronic app design. A written format of the dairy was shown to be 
unlikely to engage comprehensive or younger pupils and would need to be perceived by 
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pupils as different to school homework. Deducing from existing learning applications, such 
as Edmodo.com (Holland & Muilenburg, 2011) and ShowMe.com (Spencer, Coutts, Fagan, & 
King, 2013), a proposed electronic diary would allow pupils to create a database of 
personally relevant experiences in their preferred method (i.e. video, pictures, audio, written 
DQGHPRML¶VZKLOVWDOORZLQJSXSLOV¶WRVHOI-set notification reminders. These experiences can 
then be reflected upon in regards to their psychological needs.  
The success of the diary-log, however, may hinge on pupils receiving face to face 
sessions with teachers or external researchers to guide their completion of the diary. In accord 
with BPNT proposals (e.g., Deci & Ryan, 2000), these face to face sessions would need to be 
need supportive in their delivery. Autonomy support and interpersonal involvement during 
these sessions would help give pupils a sense of meaning and incentive to complete the diary 
(e.g., Reeve, 2006; 2015), whereas structured strategies would provide pupils with methods 
of effectively completing the dairy (e.g., Hospel & Galand, 2016). Thus, the proposed pupil-
focused intervention is not viewed as a replacement to contextual initiatives (e.g., Reeve et 
al., 2004) but rather should be used in conjunction with them. Furthermore, the dairy may be 
perceived as meaningless to pupils unless it is built into a wider initiative that culminates in a 
showcase event (i.e. a challenge or activity day). Such a salient objective may give pupils a 
sense of personal relevance (e.g., Assor et al., 2002) and social validity (Miltenberger, 2011) 
to autonomously engage with the dairy.  
    Prior to any implementation, there are some areas of caution that may need to be 
addressed. First, the context in which the electronic app is delivered to pupils may need 
specific consideration as it may potentially become a method of distraction for pupils during 
regular school lessons (Shrivastava & Shrivastava, 2014). Although free usage would be 
encouraged, use during timetabled school sessions may need to be limited to prearranged 
times. Second, care would need to be taken to ensure confidentiDOLW\RISXSLOV¶GLDU\HQWULHV
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(Barker & Weller, 2003). Certainly to avoid ego involvements (Ryan & Deci, 2000), the 
diary would not be used to make comparisons with other pupils. Finally, the two week pilot 
conducted in Chapter 5 used a small pupil sample (N=22). Further research would be 
required to pilot a more complete electronic version of the diary-log and to assess if 
additional feasibility issues arise with a larger pupil cohort. Equally, future research would 
QHHGWRWHVWWKHHIIHFWLYHQHVVRIWKLVLQWHUYHQWLRQLQDFWXDOO\HQKDQFLQJSXSLOV¶SV\FKRORJLFDO
need satisfaction. The present findings illustrate that a pupil-focused initiative may be 
feasible to administer in schools, but if it is found to be ineffective in facilitating adaptive 
personal and academic outcomes then the initiative or method of delivery may need further 
modification. Equally, it may be found that such an intervention is ineffective when used with 
large pupil groups or may require too much resource to effectively apply generically within 
school curriculums.    
Limitations and Direction for Future Research   
Throughout this general discussion, a number of limitations and areas for further 
research have been identified and these will be summarised in this section. The present 
findings build on prior BPNT knowledge by highlighting distinct pupil psychological need 
profiles and the unique attainment and disengagement processes associated with the 
satisfaction and frustration RISXSLOV¶SV\FKRORJLFDOQHHGV. The constructs of psychological 
need satisfaction and frustration, however, have been shown to be conceptually distinct and 
can co-exist (e.g., Bartholomew, Ntoumanis, Ryan, Bosch et al., 2011). For instance, some 
pupils may experience low levels of both psychological need satisfaction and frustration, 
whereas others may experience low need satisfaction but high need frustration. Given the 
maladaptive outcomes associated with need frustration (e.g., Haerens et al., 2015), the later 
pupils may display more deleterious outcomes. Examining psychological need satisfaction 
and frustration simultaneously may offer further insights into how experiences of both 
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constructs associate with psychological and academic outcomes. This may be applicable to 
further person-centred research to profile pupils based on their psychological need 
satisfaction and frustration, as well predicting both adaptive and maladaptive academic 
developments.         
In regards to the person-centred approach in Chapter 2, the present research was not 
SULY\WRSXSLOV¶GHPRJUDSKLFLQIRUPDWLRQVXFKDVVRFLR-economic background. Although the 
findings revealed pupils may exist at school with dissimilar psychological need profiles, 
psychological need satisfaction can be influenced by a host of different domains and is not 
exclusive to school institutions (Milyavskaya & Koestner, 2011). The incorporation of 
demographic data within a person-centred methodology may help schools identify if certain 
pupil demographics are suspect to certain types of school psychological need profile (for 
socio-economic considerations see Morrissey, Hutchison, & Winsler, 2014). This knowledge 
may help schools offer targeted intervention for at risk pupil groups at the onset of secondary 
school to help minimise the development of any psychological need deficits.  
The longitudinal analysis in Chapter 3 illustrates unique attainment patterns that may 
be associated with pupil differences in competence and relatedness satisfaction. In particular, 
these findings uncover previously unforeseen associations between relatedness satisfaction 
and reductions in the summer decay of grades. A limitation of this study was that it was only 
conducted in a single school and covered only one summer holiday. Further multi-year 
examinations of dynamic pupil patterns may extend conceptual and practical knowledge of 
BPNT DFURVVSXSLOV¶ schooling. For instance, multi-year examinations of the summer decay 
may reveal if pupils lower in relatedness satisfaction show more severe summer attainment 
declines over a number of years. Furthermore, longitudinal investigation may expand the 
different disengagement associations found with autonomy and competence frustration. It 
may be that the passive disengagement associated with competence frustration may lead to 
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prolonged increases in school truancy, school drop-out or academic failure (e.g., Henry, 
Knight, & Thornberry, 2012). Similarly, the active disengagement associated with autonomy 
frustration may result in more classroom punishments, school suspensions or exclusions over 
an extend period of time. Such analysis, however, would require the tracking of pupils across 
all their years at secondary school. Further research may also look at the association between 
relatedness frustration and different forms of school disengagement which were not 
considered in this thesis.        
The series of studies in this thesis did not solely rely on pupil self-report measures but 
utilised a variety of outcome measures which included teacher ratings (e.g., Chapters 2 and 
4), school record data (e.g., Chapter 3) and qualitative data (e.g., Chapter 5). A strength of 
these different measures is that it helps reduce potential statistical error associated with 
common method variance (Podsakoff, MacKenzie, Lee, & Podsakoff, 2003). Nevertheless, 
teacher rated achievement in Chapter 2 does not offer as accurate assessment of school 
attainment as the objective school grades in Chapter 3 as it may be subject to over or under 
estimation (Kuncel et al, 2005). In addition, pupil attentiveness (Chapter 2) and both active 
and passive disengagement (Chapter 4) were assessed using two teacher rated items which 
enabled teachers to offer an observed measure of these outcomes. Future research could also 
LQFOXGHLQGHSHQGHQWFODVVURRPREVHUYDWLRQVRISXSLOV¶DWWHQWLYHQHVVDQGGLVHQJDJHPHQW(e.g., 
Allen et al., 2013; Hafen et al., 2012), as well school attendance data to asses pupil 
behavioural engagement (e.g., McDermott, Rikoon, & Fantuzzo, 2016). Such assessments 
may help provide a more comprehensive measure of these outcomes.   
Enlightened by previous work (Assor et al., 2009), evidence in Chapter 2 provides 
initial indications that that both introjected and external regulations could be differentiated 
into approach and avoidance orientations. Specifically, the motivation composite 
predominately comprised of identified regulation but also both approach types of introjected 
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and external regulations. Although not a prime objective of the research in Chapter 2, these 
subscales were found to show acceptable internal consistency and factorial validity (see 
Appendix G). Further factorial analysis and scale validation may help confirm and develop 
these subscales. Nevertheless, the present distinction gives credence for further research to 
investigate if both approach controlled motives may yield more adaptive pupil outcomes 
compared to their avoidance orientated counterparts. Such an investigation may provide new 
conceptual extensions to SDT (Deci & Ryan, 2000) with both approach controlled 
motivations being potentially positioned further along the self-determined continuum than the 
controlled avoidance sub-types.     
Finally, it is important that the practical and applied implications of this research are 
sought to be implemented within secondary schools. The findings outline the feasibility of a 
potentially novel intervention to nurture pupil psychological need satisfaction by tapping into 
their own psychological experiences. The next phase would be to develop this intervention 
into the suggested electronic app format and pilot this within schools. This would allow any 
further feasibility issues, as well as the effectiveness of the intervention LQIRVWHULQJSXSLOV¶
psychological need satisfaction, to be evaluated. Furthermore, the present thesis emphasises 
the FOHDUQHFHVVLW\IRUWHDFKHUVWREHDZDUHRIDQGVXSSRUWSXSLOV¶SV\FKRORJLFDOQHHGVvia 
need supportive teaching and the avoidance of psychological control (Reeve, 2006). The 
present findings may be futile if teachers are unable to promote teaching practise that is 
facilitative of pupil psychological need satisfaction. In accord, this next section outlines 
theoretically (e.g., Reeve & Jang, 2006) and empirically (e.g., Cheon & Reeve, 2015) 
informed teaching behaviours that will help teachers VXSSRUWUDWKHUWKDQWKZDUWSXSLOV¶




First, pupil autonomy is supported by strategies of autonomy support. Autonomy 
support involves a coherent cluster of teaching behaviours that together provide an 
interpersonal tone of support and understanding (Reeve, 2015). Due to the multidimensional 
nature, autonomy support can often be challenging for teachers to understand and targeted 
methods may be needed to help teachers effectively apply such strategies (Aelterman, 
Vansteenkiste, Van Keer, & Haerens, 2016). Put simply, effective autonomy supportive 
teaching requires an understanding and consideration of the pupil perspective, rather than 
being IRFXVHGRQWKHWHDFKHUV¶ perspective (Reeve, 2015). These strategies hinge on 
providing explanatory rationales for all activities, enabling pupils to work at their own pace, 
allowing pupils to express truthful opinion without reprimand or repercussion, and using non-
FRQWUROOLQJODQJXDJHHJ³\RXPXVW´RU³KDYHWR´5HHYH Reasoning 
from previous findings (e.g., Assor et al., 2002), the provision of autonomy support does not 
refer to simply giving pupils choice over school activities. Prescribed school lessons obligate 
pupils to undertake learning activities and therefore, even when pupils have choice over these 
activities, they are still mandated to participatHLHµRSWLRQ¶FKRLFH5HHYHHWDO, 2003). In 
contrast, autonomy will be enhanced when the offered choice is personally meaningful and 
relevant to the pupils¶ interest and goals (Katz & Assor, 2007). Explaining to pupils why 
activities are relevant and then allowing choice over how they undertake a task, or present 
their work, will likely enhance their sense of volition and behavioural ownership rather than 
giving them choice over what activities they will do (Katz & Assor, 2007).    
Alongside the fundamental importance of autonomy support, teachers need to 
simultaneously foster a structured learning environment WRVXSSRUWSXSLOV¶FRPSHWHQFHHJ., 
Hospel & Galand, 2016; Jang et al., 2010). Structure includes providing clear instructions to 
pupils about WHDFKHUV¶expectations, highlighting ways of effectively achieving academic 
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goals, and outlining the consequences for their behaviour (Connell & Wellborn, 1991; 
Skinner & Blemont, 1993). Put another way, strategies of structure help give pupils a sense of 
perceived control over their school outcomes by communicating to pupils methods of getting 
work done or strategies to improve, rather than criticising pupils (for benefits of perceived 
control see Hortop, Wrosch, & Gagné, 2013; Patrick et al., 1993). Such instruction will likely 
help pupils feel effective so they can direct their engagement towards academic behaviours 
(Dupont, Galand, Nils, & Hospel, 2014; Wang & Eccles, 2013).  
Third, teachers that use strategies of interpersonal involvement at school will foster 
pupil relatedness satisfaction (Skinner & Belmont, 1993). Interpersonal involved strategies 
require emotional support to be shown to pupils in a manner that actively acknowledges and 
considers their feelings, thoughts and opinions. Teaching environments that support 
relatedness will be perceived as friendly and emotionally safe contexts, in which pupils feel 
accepted, respected and trust that their feelings will not be disregarded or exploited. The 
present finding that relatedness satisfaction protected against the summer decay of school 
grades may indicate that interpersonal involvement at school may have longer lasting 
LQIOXHQFHVRQSXSLOV¶DFDGHPLFSURJUHVVLRQ In addition, the finding that higher autonomy 
satisfaction coincided with higher reports of relatedness satisfaction (Chapter 2) may provide 
further insight into fostering pupil relatedness. Similar to interpersonal involvement 
strategies, autonomy supportive strategies also consider SXSLOV¶IHHOLQJVRSLQLRQVDQG
perspectives (see Reeve, 2006). Thus, autonomy supportive teaching may also be a useful 
method of fostering pupilV¶ school relatedness. 
Finally, the reduction of maladaptive pupil psychological need profiles may also lie in 
LQFUHDVLQJWHDFKHUV¶DZDUHQHVVRIGHOHWHULRXVQHHGWKZDUWLQJbehaviours (Reeve, 2009). The 
findings in Chapter 4 highlight the necessity for teachers to avoid the use of psychologically 
FRQWUROOLQJWHDFKLQJDVLWUHVXOWHGLQERWKWKHIUXVWUDWLRQRISXSLOV¶DXWRQRPy and competence. 
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In addition, teachers that create chaotic learning environments ZLOOOLNHO\IUXVWUDWHSXSLOV¶
competence by providing unclear and incoherent informational instruction which are 
delivered in an overly critical manner (Haerens, Vansteenkiste, Aelterman, & Van den 
Berghe, 2016; Reeve & Assor, 2011). Equally cold and unfriendly contexts that discourage 
interaction between teachers and pupils, or reject pupilV¶ feelings, will likely frustrate their 
sense of relatedness (Skinner & Belmont, 1993). Future teacher interventions could attempt 
to help teachers understand the consequences of employing need thwarting behaviours as this 
may be beneficial in reducing pupil experiences of psychological need frustration (Reeve & 
Assor, 2011). 
Summary and Conclusions 
To conclude this final chapter, the present thesis provides some novel conceptual and 
practical insights into the application of BPNT within young adolescent secondary schools. 
From a methodological perspective, a person-centred examination revealed the existence of 
diverse pupil psychological need profiles that differed in well-being, motivation and 
performance outcomes. In accord with BPNT proposals (Deci & Ryan, 2000), the group 
higher in the satisfaction of all three needs reported the most adaptive pupil functioning but 
certain groups may have specific need deficits that may require targeted attention. Second, 
the present findings demonstrate the unique temporal attainment patterns and disengagement 
processes associated with the satisfaction and frustration of different psychological needs. 
This disentanglement of each psychological need may aid theoretical advancement by 
illustrating distinct mechanisms underpinning different school processes and development 
patterns. Considering the darker side of pupil behaviour, the findings highlight the 
importance for teachers to avoid using strategies of psychological control. PupLOV¶SHUFHSWLRQV
of such strategies were associated with the frustration of their psychological needs and, in 
turn, led to active and passive types of classroom disengagement. Finally, the thesis outlines 
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the practicalities and recommendations for conducting a novel pupil-focused intervention that 
targets SXSLOV¶RZQH[SHULHQFHRItheir psychological needs. This notion attempts to build on 
existing contextual interventions by fostering adaptive pupil cognitions, as well as social 
conditions, to facilitate pupil psychological need satisfaction. Collectively, this thesis may 
provide teachers with an understanding of how psychological experiences may explain why 
some pupils function better than others, both personally and academically. An awareness of 
these pupil experiences may help inform future teaching practice and intervention to nurture 
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I am a researcher from the University of Kent and I am interested in how school pupils 
feel and behave during school lessons. I would like to ask you four questions about 
each pupil regarding their behaviour in your class. These questions will take no more 
than 10 minutes to complete in total.  
You do not have to answer the questions if you wish. Any information that you give will 
be confidential and will not be seen by any pupils or your school. You have the right 
to withdraw from this study at any stage without giving any reason. Please note this 
study is only focused on the pupils and is not concerned with or evaluating your 
teaching. 
If you have any questions, please feel free to ask now, or at any time during the study. 
Please read the information below and tick each box to confirm your willingness to 
take part. Please fill in your name and sign in the space provided to take part in this 
study.   
WILLINGNESS TO TAKE PART 
                                                                                                                            
1. The purpose of this study has been explained to me. 
2. I have read and understood the information above.  
3. I have been able to ask any questions that I had.  
4. I understand that it is my choice to take part in this study. 
5. I understand that I have the right to drop out from this study at any stage 
without giving a reason.  
6. I understand that all the information I provide will be treated in strict confidence. 
7. I agree to take part in this study.  
Your name  ______________________________________________     











Parental Information and Opt-Out Form (Chapter 2 Research) 
A research VWXG\DERXWSXSLOV¶PRWLYDWLRQDQGDWWHQWLYHQHVVLQFODVV 
Dear Parent/Carer, 
I am a PhD student from the University of Kent in the School of Sport and Exercise Sciences, 
based at the Medway Campus. I am writing to inform you of a research project that I am 
carrying out at __________ which looks at pupil learning in education.   
Your child will be asked to complete a questionnaire which will ask them about how they feel 
in class and the type of motivation they have in class. This questionnaire will take no more than 
15 minutes to complete and will be handed out during a school lesson. It will not disrupt your 
FKLOG¶VQRUPDOVFKRROGD\ 
There are no physical or psychological risks to your child, and they will be free to withdraw 
from the study at any time. All information will be kept confidential so the school, teachers 
and other pupils will not see the information that your child provides. Your child and the school 
will not be identifiable in any publication which may arise from the research. All recordings 
and questionnaire responses will be kept in locked, secure storage at the University of Kent, 
Medway Campus.  
If you do not wish for your child to participate in this research, please complete the opt-out 
slip and return it to __________ by __________. Otherwise it will be assumed that you give 
your consent.  
If you would like any further information about the study, then please contact myself, Stephen 
Earl, or one my supervisors using the email addresses below.  
Yours faithfully, 
Stephen Earl 
Carla Meijen (Supervisor)                                                              Louis Passfield (Supervisor)  
---------------------------------------------------------------------------------------------------------------- 
Opt-Out Slip 
I do not give permission for _______________________________ to take part in the research 
being conducted. 
 





Pupil Information and Willingness to Take Part (Chapter 2 Research) 
 
A study about the way you learn 
 
I am a researcher from the University of Kent and I am interested in how you 
feel and learn during your school lessons. I would like to ask you some questions 
during a school lesson. These questions will take no more than 15 minutes to 
complete.  
There are no right or wrong answers and you do not have to answer the 
questions. All questionnaires will be made anonymous so no one will know who 
answered the questionnaire. Any information that you give will be confidential and will 
not be seen by other pupils, your teacher or your school.  
If you have any questions, please feel free to ask now, or at any time during the 
study.  Please read the information below, fill in your name and sign in the space 
provided to take part in this study.   
 
WILLINGNESS TO TAKE PART 
 
1. The purpose of this study has been explained to me. 
2. I have read and understood the information above. 
3. I have been able to ask any questions that I had. 
4. I understand that it is my choice to take part in this study. 
5. I understand that I have the right to drop out from this study at any stage without 
giving a reason.  
6. I understand that all the information I provide will be treated in strict confidence. 
7. I agree to take part in this study. 
Your name           ______________________________________________     
 




Pupil Questionnaire (Chapter 2 Research) 
 
Questionnaire 
Information about you 
Gender:   Boy                Girl 
 
Initials (of Name):     _____________     
(First letter of your name and surname) 
 
Date of Birth:       ________________   
---------------------------------------------------------------------------------------------------------------- 
My name is Stephen Earl and I am a PhD student from the University of Kent. 
This questionnaire is looking at how you feel and learn when in this class. 
 
Please note, all responses will be kept completely confidential so will not be 
seen by any other pupil, your teacher or your school. All the data collected 
will be used for my PhD project at the University of Kent.   
Please read the instructions before each set of questions. This is not a test, so 
there are no right or wrong answers.  
Please answer with complete honesty and rate how you feel about these 
statements at this moment in time (i.e. right now). You do not have to answer a 
question you do not want to.  
If you do not understand a question or need some help, then please ask me.  




The following sentences are about how you feel in this class. 
Please read each sentence and rate how true or untrue each sentence is to you. 
Please circle the relevant number. (Please use the whole scale) 
 
The following sentences are about how you feel when you are in this class.  
 Please read each sentence and rate how much you true or untrue each sentence is to you. 
(Please circle the relevant number.) 
 




  Θυιτε 
Τρυε 
  ςερψ 
Τρυε 
οφ mε 
I can decide which activities I want to learn 1 2 3 4 5 6 7 
I don't feel very energetic. 1 2 3 4 5 6 7 
I have a say regarding what skills I want to 
learn 1 2 3 4 5 6 7 
I have energy and spirit. 1 2 3 4 5 6 7 
I feel that I do this class because I want to 1 2 3 4 5 6 7 
I look forward to this class. 1 2 3 4 5 6 7 
I have to force myself to do the activities 1 2 3 4 5 6 7 
I nearly always feel alert and awake. 1 2 3 4 5 6 7 
I feel a certain freedom in choosing what I 
do 1 2 3 4 5 6 7 
I feel energised. 1 2 3 4 5 6 7 





  Θυιτε 
Τρυε 
  ςερψ 
Τρυε 
οφ mε 
In this class, I feel understood 1 2 3 4 5 6 7 
In this class, I feel listened to 1 2 3 4 5 6 7 
In this class, I feel supported 1 2 3 4 5 6 7 
In this class, I feel valued 1 2 3 4 5 6 7 
In this class, I feel safe 1 2 3 4 5 6 7 
192 
 
Thinking about yourself and how you normally feel in this class, to what extent do you generally feel: 
(Please circle the relevant number) 
 
The following sentences are about how often you feel stressed in this class. 
Please read each sentence and decide if you feel like this. 





 Never Rarely  Sometimes Often Always 
Upset 1 2 3 4 5 
Hostile  1 2 3 4 5 
Alert 1 2 3 4 5 
Ashamed 1 2 3 4 5 
Inspired 1 2 3 4 5 
Nervous 1 2 3 4 5 
Determined 1 2 3 4 5 
Attentive  1 2 3 4 5 
Afraid 1 2 3 4 5 
Active 1 2 3 4 5 
 ?/ŶƚŚŝƐĐůĂƐƐ ? ? ? ? Never Almost Never Sometimes Fairly Often Very Often 
Do you feel that you are unable to control 
the important things? 1 2 3 4 5 
Do you feel confident about your ability to 
handle your personal problems? 1 2 3 4 5 
Do you feel that things are going your way? 1 2 3 4 5 
How often do you feel difficulties are piling 
up so high that you cannot overcome them? 1 2 3 4 5 
193 
 
The following sentences are about why you feel you take part in this class. 

















,¶OOJHWLQWRWURXEOHLI,GRQ¶W 1 2 3 4 5 6 7 
I want the teacher to compliment me  1 2 3 4 5 6 7 
I make an effort in this class because 
otherwise I would be ashamed of myself. 1 2 3 4 5 6 7 
I do my work well in this class so that 
other people will be impressed by what I 
do. 
1 2 3 4 5 6 7 
I invest effort in classwork because the 
topics are important to me. 1 2 3 4 5 6 7 
So that WKHWHDFKHUZRQ¶W\HOODWPH. 1 2 3 4 5 6 7 
I want the teacher to recognise me as a 
good student.  1 2 3 4 5 6 7 
I try to do my work well in this class 
because otherwise I would feel bad 
about myself. 
1 2 3 4 5 6 7 
I try to do my work well so that other 
people will appreciate me. 1 2 3 4 5 6 7 
I work seriously in this class because I 
want to learn new things. 1 2 3 4 5 6 7 
I do not want to be punished 1 2 3 4 5 6 7 
I want to get rewarded by my teacher 1 2 3 4 5 6 7 
I listen to the teacher because otherwise 
I would feel bad about myself. 1 2 3 4 5 6 7 
I make an effort in this class so that I 
feel that I am a special person. 1 2 3 4 5 6 7 
I listen in this class because I want to 
understand the material. 1 2 3 4 5 6 7 
I do not want to be given detention   1 2 3 4 5 6 7 
I want to be top of the class 1 2 3 4 5 6 7 
I try to do my work well because I 
would feel guilty if I did not do 
everything that I could. 
1 2 3 4 5 6 7 
I do the assignments in this class in 
order to feel proud of myself. 1 2 3 4 5 6 7 
I make an effort in this class because it 
will help me in my future. 1 2 3 4 5 6 7 
,I,ZRQ¶WWU\WRGRWKHGLIILFXOWZRUN,
will be ashamed of myself. 1 2 3 4 5 6 7 
I take part in discussions in this class 




The following sentences are about how you feel when you are in this class. 
Please read each sentence and rate how much you true or untrue each sentence is to you. 



























I think I am pretty good at activities in this 
class 1 2 3 4 5 6 7 
I am satisfied with my performance in this 
class 1 2 3 4 5 6 7 
When I have worked in this class for a 
while, I feel pretty competent 1 2 3 4 5 6 7 
I am pretty skilled in this class 1 2 3 4 5 6 7 




Teacher Rating Items (Chapter 2 Research) 
 
,WHPVDQGDUHFRQFHUQHGZLWKHDFKVWXGHQW¶VDWWHQWLYHQHVVLQFODVV7KH
scale indicates how often each pupil behaves in relation to each of the statements.  
 




On the attached form, please complete the relevant details about the class you teach 
and state the name of each pupil in your class in the boxes provided. Please indicate 





To make the form easier to complete, it is recommended that you complete item 1 for 
all students, before moving on to item 2 for each student, then items 3 and 4.   
 
Thank you for taking the time to complete this form.  If you have any questions, 




                 Stephen Earl         
 
 Νεϖερ     Αλωαψσ 
1. Τηισ στυδεντ ισ χο−οπερατιϖε ανδ εντηυσιαστιχ 
δυρινγ mψ χλασσ 
1 2 3 4 5 6 
2. Τηισ στυδεντ χονχεντρατεσ ανδ ωορκσ θυιετλψ 
ιν mψ χλασσ 
1 2 3 4 5 6 
 
Νοτ Ατ Αλλ 
Τρυε 
    Χοmπλετελψ 
Τρυε 
3. Χοmπαρεδ το τηε αϖεραγε στυδεντ, τηισ 
στυδεντ περφορmσ ωελλ ιν τηισ χλασσ 
1 2 3 4 5 6 
4. Τηισ στυδεντ αχηιεϖεσ α ηιγη αχαδεmιχ λεϖελ ιν 
τηισ χλασσ  
1 2 3 4 5 6 
  Pupil Name Item 1 Item 2 Item 3 Item 4 
1 Student X 4 5 3 4 

























Standardised Factor Loadings for Teacher-Rated Pupil Achievement  
Item Factor Loading Residuals 
Compared to the average student, this student 
performs well in this class. 
.86 .27 




Standardised Factor Loadings for all Motivation Items (Chapter 2 Research)
Standardised Factor Loadings for all Motive Factors  
 









,¶OOJHWLQWRWURXEOHLI,GRQ¶W .43     
6RWKDWWKHWHDFKHUZRQ¶W\HOODWPH .57     
I do not want to be punished .81     
I do not want to be given detention   .68     
I want the teacher to compliment me  .56    
I want the teacher to recognise me as a good student.  .69    
I want to get rewarded by my teacher  .68    
I want to be top of the class  .65    
I make an effort in this class because otherwise I would be ashamed of myself.   .70   
I try to do my work well in this class because otherwise I would feel bad about myself.   .75   
I listen to the teacher because otherwise I would feel bad about myself.   .76   
I try to do my work well because I would feel guilty if I did not do everything that I 
could. 
  .77   
,I,ZRQ¶WWU\WRGRWKHGLIILFXOWZRUN,ZLOOEHDVKDPHGRIP\VHOI   .73   
I do my work well in this class so that other people will be impressed by what I do.    .71  
I try to do my work well so that other people will appreciate me.    .74  
I make an effort in this class so that I feel that I am a special person.    .70  
I do the assignments in this class in order to feel proud of myself.    .67  
I invest effort in classwork because the topics are important to me.     .71 
I work seriously in this class because I want to learn new things.     .42 
I listen in this class because I want to understand the material.     .74 
I make an effort in this class because it will help me in my future.     .68 




















I am a PhD student from the University of Kent in the School of Sport and Exercise Sciences, 
based at the Medway Campus. I am writing to inform you of a research project that I am 
carrying out at                  which looks at pupil learning in education. This research has been 
approved by                      and will focus on the                     modules taught to the Year 7 and 
8 pupils.  
 
Your child will be asked to complete two questionnaires each term, over the next school year. 
Each questionnaire will take no more than 20 minutes to complete. The questionnaire will be 
handed out duriQJDVFKRROOHVVRQDQGZLOOQRWGLVUXSW\RXUFKLOG¶VQRUPDOVFKRROGD\ 
 
There are no physical or psychological risks to your child, and they will be free to withdraw 
from the study at any time. All information will be kept confidential so the school, teachers 
and other pupils will not see the information that your child provides. Your child and the school 
will not be identifiable in any publication which may arise from the research. All recordings 
and questionnaire responses will be kept in locked, secure storage at the University of Kent, 
Medway Campus.  
 
Permission for your child to participate is covered under WKHVFKRROV¶ µ/LIHWLPH&RQVHQW)RUP¶
However, if you do not wish for your child to participate in this research, please complete the 
opt-out slip and return it to the                      at                   by                              . Otherwise it 
will be assumed that you give your consent.  
 
If you would like any further information about the study, then please contact myself, Stephen 










I do not give permission for _______________________________ to take part in the research 
being conducted. 
 




 Pupil Information and Willingness to Take Part (Chapter 3 Research) 
 
A study about the way you learn 
 
I am a researcher from the University of Kent and I am interested in how you feel 
and learn during your school lessons. I would like to ask you some questions during 
a Key Curriculum lesson, each term. These questions will take no more than 20 
minutes to complete.  
 
There are no right or wrong answers and you do not have to answer the questions. 
Any information that you give will be confidential and will not be seen by other pupils, 
your teacher or your school.  
    If you have any questions, please feel free to ask now, or at any time during the 
study.  Please read the information below, fill in your name and sign in the space 
provided to take part in this study.   
 
WILLINGNESS TO TAKE PART 
 
1. The purpose of this study has been explained to me. 
2. I have read and understood the information above. 
3. I have been able to ask any questions that I had. 
4. I understand that it is my choice to take part in this study. 
5. I understand that I have the right to drop out from this study at any stage without 
giving a reason.  
6. I understand that all the information I provide will be treated in strict confidence. 
7. I agree to take part in this study. 
Your name           ______________________________________________     
 




 Questionnaire (Chapter 3 Research) 
 
Information about you 
 
Gender:   Boy        Girl 
 
 
Initials (of Name):     _____________     
(First letter of your name and surname) 
 
Class Number:         _____________                                  
 
 
Date of Birth:            _____________   




 My name is Stephen Earl and I am a PhD student from the University of 
Kent. 
 
This questionnaire is looking at how you feel when you are at school and 
the different ways that you learn when at school.  
 
 
Please note, all responses will be kept completely confidential so will not 
be seen by any other pupil, your teacher or your school. All the data 
collected will be used for my PhD project at the University of Kent.   
 
Please read the instructions before each set of questions. This is not a 
test, so there are no right or wrong answers. Please answer with 
complete honesty and rate how you feel about these statements at this 
moment in time (i.e. right now). You do not have to answer a question 
you do not want to.  
If you do not understand a question or need some help, then please ask 
myself.  
 







The following sentences are about how you feel when you are at school. 
Please read each sentence and rate how true or untrue each sentence is. 
 




 Νοτ Ατ 
Αλλ  Τρυε 
  Θυιτε 
Τρυε 
  ςερψ 
Τρυε 
Wηεν ατ σχηοολ, Ι χαν δεχιδε ωηιχη 
αχτιϖιτιεσ Ι ωαντ το λεαρν 
1 2 3 4 5 6 7 
Ι τηινκ Ι αm πρεττψ γοοδ ατ σχηοολ 
αχτιϖιτιεσ 
1 2 3 4 5 6 7 
Wηεν ατ σχηοολ, Ι φεελ υνδερστοοδ 1 2 3 4 5 6 7 
Ι ηαϖε α σαψ ρεγαρδινγ ωηατ σκιλλσ Ι 
ωαντ το λεαρν 
1 2 3 4 5 6 7 
Ι αm σατισφιεδ ωιτη mψ περφορmανχε 
ιν σχηοολ 
1 2 3 4 5 6 7 
Wηεν ατ σχηοολ, Ι φεελ λιστενεδ το 1 2 3 4 5 6 7 
Ι φεελ τηατ Ι δο σχηοολ λεσσονσ 
βεχαυσε Ι ωαντ το 
1 2 3 4 5 6 7 
Wηεν ατ σχηοολ, Ι φεελ συππορτεδ 1 2 3 4 5 6 7 
Ι ηαϖε το φορχε mψσελφ το δο τηε 
αχτιϖιτιεσ 
1 2 3 4 5 6 7 
Wηεν Ι ηαϖε ωορκεδ ατ σχηοολ  
αχτιϖιτιεσ φορ α ωηιλε, Ι φεελ πρεττψ 
χοmπετεντ 
1 2 3 4 5 6 7 
Wηεν ατ σχηοολ, Ι φεελ ϖαλυεδ 1 2 3 4 5 6 7 
Ι φεελ α χερταιν φρεεδοm ιν χηοοσινγ 
ωηατ Ι δο 
1 2 3 4 5 6 7 
Ι αm πρεττψ σκιλλεδ ατ σχηοολ 
αχτιϖιτιεσ 
1 2 3 4 5 6 7 
Wηεν ατ σχηοολ, Ι φεελ σαφε 1 2 3 4 5 6 7 
Ι ηαϖε σοmε χηοιχε ιν ωηατ Ι ωαντ 
το δο. 
1 2 3 4 5 6 7 




Teacher Information and Consent Form (Chapter 4 Research) 
A study about how pupils feel and behave in class 
 
I am a researcher from the University of Kent and I am interested in how school 
pupils feel and behave during school lessons. I would like to ask you four questions 
about each pupil regarding their behaviour in your class. These questions will take no 
more than 15 minutes to complete in total.  
You do not have to answer the questions if you wish. Any information that you 
give will be confidential and will not be seen by any pupils or your school. You have 
the right to withdraw from this study at any stage without giving any reason. Please 
note this study is only focused on the pupils and is not concerned with or evaluating 
your teaching. 
If you have any questions, please feel free to ask now, or at any time during the 
study.  Please read the information below and confirm your willingness to take part. 
Please fill in your name and sign in the space provided to take part in this study.   
 
WILLINGNESS TO TAKE PART 
                                                                                                                            
1. The purpose of this study has been explained to me. 
2. I have read and understood the information above.  
3. I have been able to ask any questions that I had.  
4. I understand that it is my choice to take part in this study. 
5. I understand that I have the right to drop out from this study at any stage without 
giving a reason.  
6. I understand that all the information I provide will be treated in strict confidence. 
7. I agree to take part in this study.  
Your name           ______________________________________________     
 









I am a PhD student from the University of Kent in the School of Sport and Exercise Sciences, 
based at the Medway Campus. I am writing to inform you of a research project that I am 
carrying out at __________ which looks at pupil learning in education. This research has been 
approved by __________.  
 
Your child will be asked to complete a questionnaire which will take no more than 15 minutes 
to complete. The questionnaire will be handed out during a school lesson and will not disrupt 
\RXUFKLOG¶VQRUPDOVFKRROGD\ 
 
There are no physical or psychological risks to your child, and they will be free to withdraw 
from the study at any time. All information will be kept confidential so the school, teachers 
and other pupils will not see the information that your child provides. Your child and the school 
will not be identifiable in any publication which may arise from the research. All recordings 
and questionnaire responses will be kept in locked, secure storage at the University of Kent, 
Medway Campus.  
 
If you do not wish for your child to participate in this research, please complete the opt-out 
slip and return it to __________ by __________. Otherwise it will be assumed that you give 
your consent.  
 
     If you would like any further information about the study, then please contact myself, 
Stephen Earl, or one my supervisors using the email addresses below.  
 
Yours faithfully, 
                         Stephen Earl 
 
 


















Pupil Information and Willingness to Take Part (Chapter 4 Research) 
 
A study about the way you learn 
 
I am a researcher from the University of Kent and I am interested in how you feel and 
learn during your school lessons. I would like to ask you some questions during a 
school lesson. These questions will take no more than 15 minutes to complete.  
 
There are no right or wrong answers and you do not have to answer the questions. All 
questionnaires will be made anonymous so no one, other than the researcher, will 
know who answered the questionnaire. Any information that you give will be 
confidential and will not be seen by other pupils, your teacher or your school.  
 
If you have any questions, please feel free to ask now, or at any time during the study.  
Please read the information below, fill in your name and sign in the space provided to 
take part in this study.   
 
WILLINGNESS TO TAKE PART 
 
1. The purpose of this study has been explained to me. 
2. I have read and understood the information above. 
3. I have been able to ask any questions that I had. 
4. I understand that it is my choice to take part in this study. 
5. I understand that I have the right to drop out from this study at any stage without 
giving a reason.  
6. I understand that all the information I provide will be treated in strict confidence. 
7. I agree to take part in this study. 
Your name           ______________________________________________     
 




Questionnaire (Chapter 4 Research) 
 
Information about you 
 
Gender:   Boy       Girl 
 
 
Initials (of Name):     _____________     
(First letter of your name and surname) 
 
 
Date of Birth:       ________________   













Please note, all responses will be kept completely confidential so will not 
be seen by any other pupil, your teacher or your school. All the data 
collected will be used for my PhD project at the University of Kent.   
 
Please read the instructions before each set of questions. This is not a 
test, so there are no right or wrong answers.  
Please answer with complete honesty and rate how you feel about these 
statements at this moment in time (i.e. right now). You do not have to 
answer a question you do not want to.  
If you do not understand a question or need some help, then please ask 
me.  
 







The following sentences are about how you feel about your teacher. 
Please read each sentence and rate if you agree or disagree with each sentence. 
 





















Μψ τεαχηερ ισ ωιλλινγ το λιστεν ονλψ το 
οπινιονσ τηατ mατχη τηειρ οπινιον  1 2 3 4 5 
Μψ τεαχηερ αλωαψσ τριεσ το χηανγε mε 1 2 3 4 5 
Μψ τεαχηερ στοπσ mε βεφορε Ι ηαϖε φινισηεδ 
σαψινγ ωηατ Ι ωαντεδ  1 2 3 4 5 
Μψ τεαχηερ χλεαρλψ σηοωσ τηατ Ι ηαϖε ηυρτ 
τηειρ φεελινγσ ωηεν Ι δο νοτ mεετ τηειρ 
εξπεχτατιονσ 
1 2 3 4 5 
Μψ τεαχηερ οφτεν ιντερρυπτσ mε 
1 2 3 4 5 
Μψ τεαχηερ mακεσ mε φεελ γυιλτψ ωηεν Ι δο 
νοτ πλεασε τηεm 1 2 3 4 5 
Μψ τεαχηερ δοεσ νοτ αλλοω mε το ωορκ ατ 
mψ οων παχε  1 2 3 4 5 
Μψ τεαχηερ αϖοιδσ ταλκινγ το mε ωηεν Ι 
ηαϖε δισαπποιντεδ τηεm 1 2 3 4 5 
Μψ τεαχηερ ιντερρυπτσ mε ιν τηε mιδδλε οφ 
αχτιϖιτιεσ τηατ ιντερεστ mε 1 2 3 4 5 
Μψ τεαχηερ τελλσ mε ωηατ το δο αλλ τηε τιmε  
1 2 3 4 5 
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The following sentences are about how you feel when you are in this class. 
Please read each sentence and rate how much you agree or disagree with each 
sentence. 
 




The following sentences are about how much energy you have when in this 
class. 
Please read each sentence and rate how true or untrue each sentence is to you. 
Please circle the relevant number 











Ι φεελ πρεϖεντεδ φροm mακινγ χηοιχεσ αβουτ 
τηε ωαψ Ι λεαρν.  
1 2 3 4 5 
Τηερε αρε σιτυατιονσ ωηερε Ι αm mαδε το 
φεελ Ι αm νοτ γοοδ ενουγη.  
1 2 3 4 5 
Ι φεελ πυσηεδ το βεηαϖε ιν χερταιν ωαψσ.  1 2 3 4 5 
Ι φεελ φορχεδ το φολλοω δεχισιονσ mαδε φορ 
mε.  
1 2 3 4 5 
/ĚŽŶ ?ƚĨĞĞůŐŽŽĚĞŶŽƵŐŚďĞĐĂƵƐĞ/ĂŵŶŽƚ
γιϖεν οππορτυνιτιεσ το φυλφιλ mψ ποτεντιαλ. 
1 2 3 4 5 
Ι φεελ υνδερ πρεσσυρε το αγρεε ωιτη τηε 
σχηοολ αχτιϖιτιεσ Ι αm γιϖεν.  
1 2 3 4 5 
Σιτυατιονσ οχχυρ ιν ωηιχη Ι αm mαδε το φεελ Ι 
αm ινχαπαβλε.  
1 2 3 4 5 
Τηερε αρε τιmεσ ωηεν Ι αm τολδ τηινγσ τηατ 
mακε mε φεελ τηατ Ι λαχκ αβιλιτψ.  
1 2 3 4 5 







Ι δον∋τ φεελ ϖερψ ενεργετιχ. 1 2 3 4 5 6 7 
Ι ηαϖε ενεργψ ανδ σπιριτ. 1 2 3 4 5 6 7 
Ι λοοκ φορωαρδ το τηισ χλασσ. 1 2 3 4 5 6 7 
Ι νεαρλψ αλωαψσ φεελ αλερτ ανδ 
αωακε. 
1 2 3 4 5 6 7 




Teacher-rated Items for Pupil Disengagement (Chapter 4 Research) 
 
The following statements are concerned ZLWK HDFK VWXGHQW¶V EHKDYLRXU 7KH VFDOH
indicates how often each pupil behaves in relation to each of the statements.  
 
The scale ranges from 1 (Never) to 6 (Always).  
 
 
On the attached form, please complete the relevant details about the class you teach 
and state the name of each pupil in your class in the boxes provided. After reading 








To make the form easier to complete, it is recommended that you complete item 1 for 
all students, before moving on to item 2 for each student, then items 3 and 4.   
 
 
Thank you for taking the time to complete this form.  
 
 




                 Stephen Earl 
 Νεϖερ     Αλωαψσ 
1. Ιν χλασσ, τηισ στυδεντ οφτεν σπεακσ 
οϖερ οτηερσ ανδ mακεσ α λοτ οφ 
νοισε 
1 2 3 4 5 6 
2. Ιν χλασσ, τηισ στυδεντ αργυεσ ωιτη 
οτηερ στυδεντσ 
1 2 3 4 5 6 
3. Το ωηατ εξτεντ δοεσ τηισ στυδεντ 
δαψδρεαm ιν χλασσ 
1 2 3 4 5 6 
4. Το ωηατ εξτεντ δοεσ τηισ στυδεντ 
σωιτχη οφφ ιν χλασσ 
1 2 3 4 5 6 
  Pupil Name Item 1 Item 2 Item 3 Item 4 
1 Student X 4 5 4 3 








I am a researcher from the University of Kent in the School of Sport and Exercise Sciences, 
based at the Medway Campus. I am writing to inform you of a research project that I am 
carrying out at __________ which looks at pupil learning at school. This research has been 
approved by __________.  
 
What is the purpose of the study? 
The purpose of this research is to assess the potential of using a pupil completed diary-log to 
KHOSHQKDQFHSXSLOV¶SHUFHSWLRQVRIWKHLUDELOLW\DQGIHHOLQJVLQWKHFODVVURRP$OOSXSLOVZLOO
do some fantastic things at school but sometimes they might not realise it themselves, so we 
want to find ways to help pupils realise times when they are successful and why. This research 
study and its findings shall also contribute towards my PhD project. 
 
What does the study involve? 
Your child has been invited to participate in two group discussions, and complete a 2 week 
diary log. The diary log will ask your child to record occasions or activities in which they felt 
they were successful or enjoyed. This diary should take approximately a few minutes each day, 
over the two weeks, VRZLOOQRWGLVUXSW\RXUFKLOG¶VQRUPDOVFKRROGD\,WFDQEHFRPSOHWHG
whenever your child wishes and can be completed at any time (i.e. at school, leisure time, or 
at home).  
The group discussions will take no more than 45 minutes, with one group discussion taking 
place before the diary logs are administered and one after they have been completed. Each 
group discussion will involve approximately 8 pupils and will only ask your child their 
general opinions and suggestions regarding the diary log. The time of these discussions will 
be held during part of a school lesson and will be organised with a school teacher.  
 
Why has your child been chosen? 
This research focuses on Year 7 and 8 pupils, and your child has been chosen at random to 
participate, in agreement with a school teacher.    
 
Does your child have to take part?  
No, you can decide whether or not you would like your child to take part. The study has been 
DSSURYHGE\WKHVFKRRODQG\RXUFKLOG¶VWHDFKHU(YHQLI\RXDJUHHIRU\RXUFKLOGWRWDNHSDUW
they are still free to withdraw at any time throughout the study without giving a reason, if they 
desire. Even when taking part, it should be noted the diary logs are not compulsory for your 
child, and are not considered additional work, so if your child wishes not to complete the diary 
on certain days this is perfectly acceptable.   
 
Are there any benefits involved? 
The study offers your child the opportunity to participate in, and gain an understanding of, a 
university level research study, as well as the opportunity to discuss their experiences of the 





Are there any risks involved? 
There are no physical or psychological risks to your child, and they will be free to withdraw 
from the study at any time. It will be explained to your child that they do not have to answer 
any question if do not wish to. Group discussions will be audio recorded for the purpose of the 
data analysis, however all information will be kept strictly confidential so the school, teachers 
and other pupils will not see or hear the information that your child provides. 
 
Will my taking part in the study be kept confidential? 
Yes. Each participant shall be assigned a numeric code for the purposes of data storage and 
data analysis so your child and the school will not be identifiable in any publication which may 
arise from the research. All data shall be looked after in line with the Data Protection Act 
(1998). Audio recordings of the focus groups, word processed transcriptions of the audio files, 
and signed consent forms shall be kept for five years and they shall then be destroyed. All 
recordings will be stored in a password-protected computer file and written transcriptions kept 
in locked, secure storage at the University of Kent, Medway Campus. Only I and my 
supervisors at the university will have access to your data.  
 
If you are happy for your child to take part in this research, please complete the attached consent 
form and return it to __________ by __________. Otherwise your child will be unable to take 
part. 
 
If you would like any further information about the study, then please contact myself, Stephen 


























Παρενταλ Χονσεντ Φορm 
 
Project Title:  
Pupil Diary- /RJVWXG\WRHQKDQFHSXSLOV¶SHUFHSWLRQVRIWKHLUDELOLW\
and feelings in the classroom. 
 
Lead Researcher: Stephen Earl  
 
Please read the information below, fill in your name and sign in the space 
provided to confirm your consent for your child to take part in this study.   
---------------------------------------------------------------------------------------------------------------- 
1. I have read and understood the information above. 
2. I understand the purpose of the study.  
3. I have been able to ask any questions that I had. 
4. I understand that it is my choice for my child to take part in this study. 
5. I understand that my child has the right to withdraw from this study at any 
stage without giving a reason.  
6. I understand that all the information my child provides will be treated in 
strict confidence. 
7. I am aware that focus groups will be audio recorded for the purpose of 
analysis but that no identifiable information will be used.  





























I am a researcher from the University of Kent and I am interested in how pupils perceive their 
feelings of competence (i.e. feeling they have ability to succeed) and relatedness (i.e. developing close 
connections with others) at school. All pupils do some fantastic things at school but sometimes they 
might not realise it, so I am looking at ways to help them realise when and why they may be successful. 
I would like to invite you to take part in teacher group discussions, held on two separate occasions, 
about the feasibility of providing pupils with a 2 week diary log. In this diary log pupils record activities 
they enjoyed or thought they were successful at.   
These group discussions will involve approximately 5-6 teachers from your school, and each 
group discussion will take approximately 45 minutes. Each discussion will be organised at a time of 
mutual convenience for all the teachers involved, to minimise any disruption to your regular schedule. 
Each discussion will be audio recorded for the purpose of the research, however all information will be 
confidential and will not be available to any pupils, other teachers outside of the study or your school. If 
this information be used for scientific publication, no identifiable information will be used. Discussions 
will only be in regards to the pupil completed diary-log and are not concerned with or evaluating your 
teaching. You do not have to answer any questions you do not wish to, and you have the right to 
withdraw from this study at any stage without giving a reason.  
If you have any questions, please feel free to ask now, or at any time during the study.  Please 
read the information below and confirm your willingness to take part. Please fill in your name and sign 
in the space provided to take part in this study.   
 
WILLINGNESS TO TAKE PART 
 
1. The purpose of this study has been explained to me. 
2. I have read and understood the information above. 
3. I have been able to ask any questions that I had. 
4. I understand that it is my choice to take part in this study. 
5. I understand that I have the right to drop out from this study at any stage without giving a 
reason.  
6. I understand that all the information I provide will be treated in strict confidence. 
7.  I am aware that focus groups will be audio recorded for the purpose of analysis but that no 
identifiable information will be used.  




Pupil Information and Willingness to Take Part (Chapter 5 Research) 
 
A study about how you feel at school. 
 
I am a researcher from the University of Kent and I am interested in how you feel during 
your school lessons. All pupils will do some fantastic things at school but sometimes might not 
realise it, so I am looking at ways to help you realise when and why you are successful. I would 
like to ask you to complete a 2 week diary log, where you record activities you enjoyed or 
thought you were successful at. This will take no more than 5 minutes each day for two weeks.  
I would also like to invite you to take part in two group discussions to get your opinions 
and ideas on the diary log, and complete a short questionnaire. One group discussion will take 
place before the diary blog and one after. These discussions will be audio recorded for the 
research, however all information will be confidential and will not be seen or heard by other 
pupils, your teacher, or your school. There are no right or wrong answers and you do not have 
to answer the questions you do not want to. You can withdraw from this study at any time 
without having to give a reason.  
If you have any questions, please feel free to ask now, or at any time during the study.  
Please read the information below, fill in your name and sign in the space provided to take 
part in this study.   
 
WILLINGNESS TO TAKE PART 
 
1. The purpose of this study has been explained to me. 
2. I have read and understood the information above. 
3. I have been able to ask any questions that I had. 
4. I understand that it is my choice to take part in this study. 
5. I understand that I have the right to drop out from this study at any stage without giving a reason.  
6.  I understand that all the information I provide will be treated in strict confidence. 
7.  I am aware that focus groups will be audio recorded for the purpose of analysis but that no 
identifiable information will be used.  






Preliminary Pupil Focus Group Interview Schedule (Chapter 5 Research) 
 
- 6-8 pupils (Sit pupils and myself sit in a circle, no table).  
- A recording device in the middle of the circle, and one behind me. 
Duration: 45 minutes (maximum) 
 
Introduction  
x Explain what a focus group is: 
- I will ask some questions, and I am interested in their opinions/ suggestions/ ideas.  
- There are no right or wrong answers. So please answer as honestly and openly as 
possible.  
- ,DPLQWHUHVWHGLQHYHU\RQH¶VRSLQLRQVR,PD\DVN\RXIRUyour opinion from time to 
time. You do not have answer any question if you do not want to.  
- The discussion will be recorded so I can remember what has been said afterwards. 
- 3OHDVHGRQ¶WZRUU\LI,ZULWHWKLQJVGRZQ,PDNHWDNHQRWHVDWWLPHVWRUHPHPEHU
what has been said.  
Ground Rules   
- If you want to make a point, just raise your hand so everyone is not talking at once.   
- Let someone else finish giving their opinion before you start talking. 
- Once we have finished talking about one question, we will then move on to another 
question.  
The Topic     
- ³<RXZLOODOOGRVRPHIDQWDVWLFWKLQJVDWVFKRROEXWVRPHWLPHV\RXPLJKWQRWUHDOLVH
it, so I want to find ways to help you realise when you do really good things and 
ZK\´ 




















- Elaboration Afterwards³([FHOOHQW<RXKDYHDOOGRQHVRPHH[FLWLQJWKLQJV 
This is the kind of thing I would like to talk about today, where you think of all these 
good things that do each day and see if this helps you at school. For example, you 










- Elaboration: ³:RXOG\RXEHDEOHWKLQNRIWKLQJVIURPWKHODVWZHHNRUGD\"´ 
 
3. Question: ³,VWKLVVRPHWKLQJ\RXWKLQN\RXZRXOGFRPSOHWH"´ 
 
- Elaboration: ³:KHQGR\RXWKLQN\RXZRXOGFRPSOHWHLW"´ 
- Elaboration: ³&DQ\RXWKLQNRIDQ\UHDVRQVZK\\RXPD\QRWFRPSOHWHLW"´ 
 
4. Question: ³'R\RXIHHOWKLVGLDU\PD\EHH[WUDKRPHZRUN"´ 
 






6. Question: ³'R\RXWKLQN\RXZLOOUHPHPEHUWRFRPSOHWHWKHGLDU\"´ 
- Detail Probe: ³:KDWPD\KHOS\RXUHPHPEHU± HPDLOUHPLQGHUV"´ 
 






Preliminary Teacher Focus Group Interview Schedule (Chapter 5 Research) 
 
- 4-5 pupils (Sit pupils and myself sit in a circle, no table).  
- A recording device in the middle of the circle, and one behind me. 
Duration: 45 - 60 minutes  
 
Introduction (explain the focus group) 
- Hello everyone. The aim of this focus group is help inform the development of an 
intervention to help pupils at school, and I am interested in your opinions/ 
suggestions/ ideas.  
- There are no right or wrong answers. So please answer honestly and as openly as 
possible. As you work with the pupils every day in the classroom, your opinions are 
very valuable for this research.   
- ,DPLQWHUHVWHGLQHYHU\RQH¶VRSLQLRQVR,PD\DVN\RXIRU\RXURSLQLRQIURPWLPHWR
time. You do not have answer any question if you do not want to.  
- The discussion will be recorded so I can remember what has been said afterwards. 
- 3OHDVHGRQ¶WZRUU\Lf I write things down during the discussion, I make take notes at 
times to remember what has been said.  
Ground Rules   
- To avoid everyone talking at once, if you can let someone else finish giving their 
opinion before you start another point. 
- Once we have finished talking about one question, we will then move on to another 
question.  
The Topic     
- ³$OOSXSLOVZLOODOOGRVRPHIDQWDVWLFWKLQJVDWVFKRROEXWVRPHWLPHVWKH\PLJKWQRW
realise it, so I want to find ways to help them realise when they do really good things 
DQGZK\´ 
- ³)RULQVWDQFH- when they think you are really good at something, this could be a task 
RUKHOSLQJRWKHUVWKH\ZLOOSUREDEO\IHHOEHWWHUDQGHQJDJHPRUH´ 










1. Familiarisation  
- Elaboration: The kind of thing I would like to get the pupils to do, is for them to think 
of all these good things that do each day, and what aspects they were good at or 
enjoyed. Hopefully this will help them at school. For example, they may do some 
UHDOO\JRRGWKLQJVDWVFKRROEXWIRUJHWDERXWWKHPDQGIRFXVRQWKLQJVWKH\GLGQ¶WOLNH
RUZHUHQ¶WJRRGDW7KHZD\LQZKLFKSXSLOVSHUFHLYHWKHPVHOYHVDQGGLIIHUHQW










3. Question: ³,VWKLVGLDU\VRPHWKLQJ\RXZRXOGSURPRWHZLWKWKHSXSLOVRUQRW"´ 
- Elaboration: ³,QZKDWZD\VZRXOG\RXSURPRWHLW"´ 
- Elaboration: ³$UHWKHUHDQ\UHDVRQV\RXZRXOGQRWSURPRWHLW"´ 
 
4. Question: ³,VWKLVVRPHWKLQJ\RXWKLQNSXSLOVZRXOGFRPSOHWH"´ 




5. Question: ³:KHQGR\RXWKLQNSXSLOVZRXOGFRPSOHWHLW"´ 
- Elaboration: ³:RXOGLWEHVRPHWKLQJ\RXFRXOGGRDWWKHVWDUWRIDOHVVRQ"´ 
 






7. Question: ³'R\RXWKLQNWKH\ZLOOUHPHPEHUWRFRPSOHWHWKHGLDU\"´ 
- Detail Probe: ³:KDWPD\KHOSWKHPUHPHPEHU± HPDLOUHPLQGHUV"´ 
 






Example of the Pupil Diary Log (Chapter 5 Research) 
 
Αχτιϖιτψ Dιαρψ 
 Τηε αιm οφ τηισ διαρψ ισ το ηελπ ψου ρεχορδ ανδ ρεmεmβερ τιmεσ τηατ ψου 
φελτ ψου ωερε γοοδ ατ σοmετηινγ, ανδ/ορ ωορκεδ ωελλ ωιτη οτηερσ.  
 Ψου χαν χοmπλετε τηε διαρψ ατ ανψ τιmε ψου ωιση.  
 Τηε θυεστιονσ ιν ορανγε αρε αβουτ τηινγσ ψου φελτ ψου ωερε γοοδ ατ, ανδ 
τηε βοξεσ ιν βλυε αρε αβουτ τιmεσ ψου φελτ ψου ωορκεδ ωελλ ωιτη οτηερσ. 
¾ Τηε αχτιϖιτψ ψου φελτ ψου ωερε γοοδ ατ χαν βε διφφερεντ φροm τηε αχτιϖιτψ 
ωηεν ψου ωορκεδ ωελλ ωιτη οτηερσ. 
¾ Σοmε δαψσ ψου mαψ ονλψ χοmπλετε ονε σετ οφ θυεστιονσ.  Φορ εξαmπλε, 
ψου mαψ ονλψ βε αβλε τηινκ οφ σοmετηινγ ψου ωερε γοοδ ατ, βυτ νοτ α 
τιmε ωηεν ψου ωορκεδ ωελλ ωιτη οτηερσ.   
 Τηε δαιρψ ισ οργανισεδ ιντο 3 σεχτιονσ:  
¾ Μορνινγ Λεσσον: Τηισ χαν βε σοmετηινγ φροm α παρτιχυλαρ mορνινγ 
λεσσον, ορ α mιξτυρε οφ τηινγσ φροm διφφερεντ mορνινγ λεσσονσ.   
¾ Αφτερνοον Λεσσον: Τηισ χαν βε σοmετηινγ φροm α παρτιχυλαρ αφτερνοον 
λεσσον, ορ α mιξτυρε οφ τηινγσ φροm διφφερεντ αφτερνοον λεσσονσ.   
¾ Οτηερ Αχτιϖιτιεσ: Τηεσε χαν βε τηινγσ τηατ ψου διδ ουτσιδε οφ λεσσονσ ατ 
σχηοολ (ε.γ. λυνχητιmε, αφτερ σχηοολ χλυβσ, σπορτ σεσσιονσ), ορ αχτιϖιτιεσ 
ψου δο ιν ψουρ οων φρεε τιmε (ε.γ. σπενδινγ τιmε ωιτη φριενδσ).     
 Ψου δο νοτ ηαϖε το χοmπλετε εϖερψ σεχτιον. Φορ εξαmπλε, σοmε δαψσ ψου 
mαψ ωριτε α λοτ φορ τηε mορνινγ λεσσον, βυτ ϖερψ λιττλε φορ τηε αφτερνοον 
λεσσον. 
 Ον δαψσ ωηεν ψου φεελ ψου mαψ νοτ ηαϖε mυχη το ωριτε ατ αλλ, ψου χαν στιλλ 
τρψ το τηινκ οφ σοmετηινγ ψου διδ ωελλ ορ ενϕοψεδ ον τηατ δαψ. Τηεσε mαψ 
ďĞƚŚŝŶŐƐƚŚĂƚǇŽƵĚŽŶ ?ƚŶŽƌŵĂůůǇƚŚŝŶŬŽĨ ?Ğ ?Ő ?βεινγ ον τιmε φορ α λεσσον 
ορ ηελπινγ σοmεονε).    
¾ ŽŶ ?ƚĨĞĞůƚŚĂƚǇŽƵŚĂǀĞƚŽǁƌŝƚĞƐŽŵĞƚŚŝŶŐĞǀĞƌǇĚĂǇ ?dŚĞƌĞ mαψ βε 
ĚĂǇƐǁŚĞŶǇŽƵŚĂǀĞĂůŽƚŵŽƌĞƚŽǁƌŝƚĞƚŚĂŶŽƚŚĞƌĚĂǇƐ ?ƐŽĚŽŶ ?ƚǁŽƌƌǇ





1. Φορ τηε θυεστιονσ −  “tŚĂƚǁĞƌĞǇŽƵŐŽŽĚĂƚ ? ?ĂŶĚ “tŚĞŶĚŝĚǇŽƵǁŽƌŬ
ǁĞůůǁŝƚŚŽƚŚĞƌƐ ? ?− Dεσχριβε τηε αχτιϖιτψ τηατ ψου διδ.  
¾ Εξαmπλε ? “/ƚŚŽƵŐŚƚ/ĚŝĚƌĞĂůůǇǁĞůůƚŽĚĂǇŝŶDĂƚŚƐƚŽĚĂǇ ?tĞǁĞƌĞ
ůĞĂƌŶŝŶŐĂďŽƵƚĨƌĂĐƚŝŽŶƐ ? ? 
¾ Εξαmπλε:  “/ŶŵǇ^ĐŝĞŶĐĞůĞƐƐŽŶƚŽĚĂǇ ?/ŚĞůƉĞĚƐŽŵĞŽŶĞƵŶĚĞƌƐƚĂŶĚ
ƚŚĞƚĂƐŬĂƐƚŚĞǇĚŝĚŶ ?ƚƵŶĚĞƌƐƚĂŶĚǁŚĂƚǁĞŚĂĚƚŽĚŽ ? ? 
 
2. &ŽƌƚŚĞƋƵĞƐƚŝŽŶƐ “,ŽǁĚŝĚǇŽƵĨĞĞů ? ? W ϑυστ ωριτε τηε φεελινγσ ψου φελτ. 
 
Σοmε εξαmπλεσ mαψ βε:  
Ηαππψ, Dετερmινεδ, Ινσπιρεδ, Χοmφορταβλε  
Ρελαξεδ, Ενεργετιχ, Χαπαβλε, Συππορτιϖε  
Εξχιτεδ, Προυδ, Ρεσπεχτφυλ, Φριενδλψ         
Πλεασεδ, Γλαδ, Χονφιδεντ, Χαλm. 
 
 
3. &ŽƌƚŚĞƋƵĞƐƚŝŽŶƐ ?tŚǇĚŝĚǇŽƵĨĞĞůůŝŬĞƚŚŝƐ ? ? W Εξπλαιν τηε σπεχιφιχ τηινγσ 
τηατ mαδε ψου φεελ τηατ ωαψ. 
¾  
¾ ǆĂŵƉůĞ ? ?/ĨĞůƚĚĞƚĞƌŵŝŶĞĚƚŽĂŶƐǁĞƌĂůůƚŚĞƋƵĞƐƚŝŽŶƐǁĞǁĞƌĞƐĞƚŝŶ
ƚŚĞůĞƐƐŽŶ ?ĂŶĚǁĂƐƉƌŽƵĚƚŚĂƚ/ŐŽƚŵŽƌĞĐŽƌƌĞĐƚƚŚĂŶ/ĚŝĚůĂƐƚůĞƐƐŽŶ ? ?
¾ ǆĂŵƉůĞ ? ?/ĨĞůƚƐƵƉƉŽƌƚŝǀĞďĞĐĂƵƐĞ/ǁĂƐĂβλε το ηελπ mψ φριενδ, 








 What were you good at? How did you feel? Why did you feel like this? 
When did you work well 
with others? 
How did 













Ι τηουγητ Ι διδ ρεαλλψ ωελλ ιν 
Ματησ τοδαψ. Wε ωερε 






Ιν Π.Ε, Ι ωασ ρεαλλψ γοοδ ατ 
βασκετβαλλ.   
 
 
Ι τηουγητ Ι διδ ρεαλλψ ωελλ ιν 
Σχιενχε. Wε ηαδ το ωορκ ιν 
γρουπσ το τηινκ οφ α 




















Ι φελτ δετερmινεδ το ανσωερ 
αλλ τηε θυεστιονσ ωε ωερε 
σετ ιν τηε λεσσον, ανδ ωασ 
προυδ τηατ Ι γοτ mορε 
χορρεχτ τηαν Ι διδ λαστ 
λεσσον. 
 
Ι πασσεδ τηε βαλλ ρεαλλψ ωελλ, 




Ι λικεδ τηε τοπιχ ωε αρε 
λοοκινγ ατ, ανδ ενϕοψεδ 
ρεαδινγ διφφερεντ 








Wε ηαδ το ωορκ ιν γρουπσ 




Ι ηελπεδ σοmεονε ιν χλασσ 
υνδερστανδ τηε τασκ ασ 
ƚŚĞǇĚŝĚŶ ?ƚƵŶĚĞƌƐƚĂŶĚ







Ι ωεντ το τηε χινεmα το 
































Ι τηουγητ ουρ γρουπ ωορκεδ 
ωελλ τογετηερ. Ι ηελπεδ mψ 
φριενδ ωιτη τηειρ χατχηινγ.  
 
 
Ι φελτ γοοδ βεχαυσε Ι ωασ 
αβλε το ηελπ τηεm, 
οτηερωισε τηεψ mιγητ νοτ 







Ι ενϕοψ σπενδινγ τιmε ωιτη 
mψ φριενδσ. Wε αλλ λιστεν το 











What were you 
good at? 
How did you 
feel? 
Why did you feel like 
this? 
When did you work well 
with others? 
How did you 



















Questionnaire ± Pupil Feedback on the Diary-log (Chapter 5 Research) 
 
 Questionnaire  
 My name is Stephen Earl and I am a PhD student from the University of 
Kent. 
 
This questionnaire is about how you found the activity diary you 
completed over the last two weeks. 
 
Please note, all responses will be kept completely confidential so will not 
be seen by any other pupil, your teacher or your school. All the data 
collected will be used for my PhD project at the University of Kent.   
Please read each question carefully. This is not a test, and there are no 
right or wrong answers. Please answer with complete honesty  
If you do not understand a question or need some help, then please ask 
me. You do not have to answer a question you do not want to.   





Information about you 
 
 























1. At what time of the day did you normally complete the diary log?  
(You may tick more than one box).  
 






After school  
 
















3. Did you enjoy completing the diary log? 
 
Yes                      No  
 
 

























 ςερψ Ηαρδ 






























































Νεϖερ Ραρελψ Σοmετιmεσ Οφτεν 
Αλmοστ 
Αλωαψσ 
1 2 3 4 5 




 ςερψ Ηαρδ 












2. Question: ³:DVLWZKDW\RXH[SHFWHG"´ 
- (ODERUDWLRQ³'R\RXIHHOLWKHOS\RXRUQRW"´ 
 
3. Question:  ³:DVWKHUHDQ\WKLQJ\RXIRXQGGLIILFXOW"´ 
- (ODERUDWLRQ³'LGDQ\RQHQRWHQMR\WKHGLDU\"´ 
 
4. Question:  ³:KDWZRXOGPDNHWKHFRPSOHWLQJWKHGLDU\HDVLHU"´ 
 
 
5. Question:  ³:KHUHGLG\RXFRPSOHWHWKHGLDU\"´ 
- Elaboration: Why did you choose to complete it there? 
 
6. Question:  ³'LG\RXUHPHPEHUWRFRPSOHWHWKHGLDU\DOOWKHWLPH"´ 
- (ODERUDWLRQ³:KDWZRXOGPDNHLWHDVLHUWRUHPHPEHU"´ 
 




                                    ³9RLFHUHFRUGLQJUDWKHUWKDQZULWLQJ"´ 
 
 




















2. Question: ³'R\RXWKLQNWKHSXSLOVHQMR\HGWKHGLDU\RUQRW"´ 
- (ODERUDWLRQ³'R\RXWKLQNLWZDVKHOSIXORUQRWIRUWKHSXSLOV"´ 
 





4. Question: ³'LG\RXSURPRWHWKHGLDU\LQDQ\ZD\"´ 
 
5. Question:  ³:KHQGLGWKHSXSLOVJHQHUDOO\FRPSOHWHWKHGLDU\"´ 
- (ODERUDWLRQ³'LGDQ\SXSLOFRPSOHWHWKH GLDU\DWWKHHQGRIDOHVVRQ"´ 
 




7. Question:  ³+RZGR\RXWKLQNWKHSXSLOVIRXQGWKHSDSHUYHUVLRQ"´ 
- (ODERUDWLRQ³$UHWKHUHDQ\RWKHUPHWKRGVWKDW\RXWKLQNZRXOGZRUNEHWWHU"´ 
- Elaboration: Pictures or voice recording, rather than writing? 
 
 
8. Question:  ³$UHWKHUHDQ\VXJJHVWLRQVRULPSRUWDQWWKLQJVWKDWZHKDYHQRWGLVFXVVHGWKDW
PD\EHXVHIXOIRUWKHGLDU\"´ 










Overview of Transcripts for Preliminary Focus Groups (Chapter 5 Research) 
 
 





















³,WGHSHQGVRQZKRLVJLYLQJ\RXWKHIHHGEDFN± if it is a teacher, that you have seen do good 


































about what they have done, family, outside of school. They can talk about what they have 
GRQHZHFDQDVNWKHZK\"´ 
 ³,I\RXGLGLWRQDYROXQWDU\EDVLVVRPHZRXOGGRLW«WKHUHLVDULVNWKDWYHU\QHJDWLYH









³3DUHQWVDUHQRWLQDSRVLWLRn to help by taking them to every social situation. To build these 
VNLOOVWKH\DUHJRLQJWRFRPHIURPVRPDQ\GLIIHUHQWSODFHV7KHVFKRROFDQ¶WMXVWSURYLGH
WKHVHRQLWVRZQSDUHQWVFDQ¶WMXVWSURYLGHWKHVHRQWKHLURZQ,ISXSLOVFDQKLJKOLJKWWKH










positives, we would become more positiYH«VHHVLWXDWLRQVLQDGLIIHUHQWZD\´ 
³,WKLQNSHRSOHWHOOXVWRIRFXVRQWKHSRVLWLYHVEXWZHQHYHUUHDOO\JHWDQRSSRUWXQLW\WR«ZH
QHYHUUHDOO\GRLW7KLVLVVRPHWKLQJZHKDYHWRGRVRZHZLOOGRLW´ 






³,GRQ¶WWKLQNHYHU\GD\FDQEHHYHQWIXO«,think some days Monday ± Friday will be not be 
ILOOHGLQFRV\RXDUHJRLQJWRKDYHDIHZEDGGD\V´ 
³Remember PRUHJRRGWKLQJV´ 
I think it would be beneficial, but it may not be every day. You may have three days in a row 
wheUH\RXGRQ¶WKDYHPXFKDQG\RXPD\WKLQN³¶,GRQ¶WKDYHPXFK,DPJHQHUDOO\EDG´ 


























afterwards to point out ± VXPXSILQGLQJV´ 
³$QLQWHUYDOVHVVLRQ´ 
³1HHGVWREe more specific ± LIPRUHJHQHUDOZRXOGJRRIIRQDOOVRUWVRIWDQJHQWV´ 
³4XDOLWDWLYHDQVZHUVPD\EHYHU\SDWFK\VRPHZLOOMXVWVD\µLWVRN¶RUµQRWKLQJ¶RU
µHYHU\WKLQJ¶ 
³0RUHTXHVWLRQV- WKHQHDVLHUWRDQVZHUVR³JLYHDQH[DPSOHRIRQHWKLQJ\RXGLG ZHOO´ 
³,IZHGHFLGHGZKDWWKHLPSRUWDQWDVSHFWVDUHWKHQJDYHWKHPDQRSWLRQIRUWKHPWRVHOHFWRI





















³3XSLOVFDQWHOO\RXZKDWWKH\GLGZHOOZKHUHWKH\QHHd to improve, they struggle to tell you 






³$VDWDVN\RXVWUXFWXUe to reflect, they can do it. But just independently, not many of my 
NLGVFDQGRLW7KH\GRQ¶WWKLQNDERXWWKHZK\WKHPVHOYHV´ 
³7KH\SUREDEO\UHIOHFWQDWXUDOO\EXWZKHQLWFRPHVWRXVLQJWKDWQH[WWLPHWRFKDQJHWKLVRU















someone is not confident, they may make think they cannot get a 10 so 8 is high for them, so 
WKH\JLYHWKHPVHOYHVD´ 






















³Every two lessons PD\EHEHWWHU´ 
³<RXGRQ¶WKDYHWRGRLWHYHU\OHVVRQVR\RXPD\QRWUHPHPEHUWKHILUVWIHZOHVVRQVEXWWKH
last few lessons.  
³,ZRXOGSUHIHUWRWKLQNRIRWKHUWKLQJVQRWER[HV 
³Select RQHRUWZRDFWLYLWLHV´ 




























³.LGVlike a sense of responsibility, if you have been selected for this, particularly for 
\RXQJHURQHV«ROGHURQHVQRWVRPXFK´ 
³,I\RXKDQGHGWKLVWRSXSLOVWKH\DUHJRLQJWRDVNZK\",WKLQNWKH\ZRXOGGRLWEXW,GRQ¶W


























³0HULWPDUNVGRQRWPHDQDQ\WKLQJif I was in Year 7, I would be like µ\D\DPHULWPDUN¶´ 
³Sweets RUPRQH\´ 
³Not all pupils would do it ± DERXWZRXOGGRLWZLWKRXWDEULEH´ 
³,ILWKHOSHG,ZRXOGNHHSGRLQJLW´ 
³Encouraging SRVLWLYHWKLQNLQJ´ 
(Merit PDUNV³\RXIHHOPRUHLI\RXKDGWR GRLWDQGUXVKLW´«´PD\SXWOHVVHIIRUWLQ´ 



















5. Content  
Activities/ Homework  
(Teacher) 
















































(Things WRLPSURYHRQ³Sometimes you forget why, but are still in a EDGPRRG´ 
³Can \RXZULWHWKLQJV\RXZDQWWRLPSURYHRQ´ 
³If show it to other people, they could give you reasons to show you have done well, and 
WKLQJVWRLPSURYHRQ´ 
 












³6RPHWKLQJVPDOOWKDW\RXGLG± you would need to do it straight after a lesson. If it was 
VRPHWKLQJELJOLNHDSHUFHQWDJHRQDWHVW\RXFRXOGSUREDEO\UHPHPEHUZKHQ\RXJHWEDFN´ 
³,WZRXOGEHHDVLHUWRUHPHPEHU DWWKHHQGRIDOHVVRQ\RXZRXOGKDYHPRUHWKLQJVWRVD\´ 




















































































³We did some personalised binders, they were really good with pictures of family, outings, 
DQGIULHQGV´ 











³If you use one of the apps, that we use (Edmundo or ShowV), link it to a folder that they can 
XSORDG´ 
Pupils  
































³<RXPLJKWWKLQNZK\I have WDNHQDSKRWR´ 
³Folder FRVLWPDNHVLWPRUHSHUVRQDO´ 
³,ZRXOGSUHIHUDGLDU\QRWDIROGHU´ 




(Complete writing) ³1R´ ³,ZRXOGOHDYHLWLQP\EDJ´ 
³He FRXOGGRLWGLIIHUHQWO\FKRVHLIKHZDQWVDSLFWXUHRUSLHFHRISDSHU´ 








³<RXFRXOGHPDLOLWEDFN´«´But that would be a lot of worN´ 

























10. How to Promote  
Teachers 
³Couple RIWKLQJVWHDFKHUVFRXOGVD\WRKHOSSURPRWHWKHVWXGHQWV´ 






















Overview of Transcripts for Follow-Up Focus Groups (Chapter 5 Research) 
 































(could note throughout the day to do at home) 
³6RPHGD\VLWZRXOGWDNHPHILYHPLQXWHVWRUHPHPEHUZKDW,GLG´(needs spontaneous)  
³,WLVGLIILFXOWWRWKLQNDERXWRXWRIVFKRRO´ 
³,IRXQGLWWKHRWKHUZD\URXQG,IRXQGWKHWKLQJVDIWHUVFKRROZRXOGEHZKDW,FKRVH´ 
³,FRXOGQRWILOORXWWKHDIWHUVFKRROELWDVVDPHDVGXULQJOHVVRQV´(issue may be specifying 
set activities)  
³0RUQLQJDQGDIWHUQRRQSXWWKHPWRJHWKHU´ 
7LPH³$ERXWWZRPLQXWHV´««´LWWRRNDERXWPLQXWHV´ 




























































nothing (to write). 
1HJDWLYH³:RXOGEHWKHKLJKOLJKW´³KDUGHUWRWKLQNDERXW´ 
















































³<HDK´HYHU\RQe uses apps) 



















































away from what you want ± WRVLWGRZQDQGXVHLWZKHQWKH\IHHO´ 



































































































³It is not enough to say to a pXSLOWKLVLVJRRGIRU\RXUSHUVRQDOGHYHORSPHQW´ 
(To SXSLOV³It LVDERXWGRLQJDVOLWWOHZRUNDV,FDQ´ 
³LWLVQRGLIIHUHQWWRDSLHFHRIKRPHZRUN´««´LIZHFDQ¶W get them to do their homework, I 
GRQ¶WWKLQN\RXVWDQGDFKDQFHRIJHWWLQJWKHPWRGRVRPHWKLQJWKH\GRQ¶WWKLQNLVOLQNHGWR
VRPHWKLQJHOVH´ 
³To get them to do it at home, you will get some that do it well, and those that we struggle 
ZLWK\RXZLOOVWUXJJOHZLWK´ 
³If you make it voluntary, you will need a good selling point, otherwise even the good kids 
ZLOOEHORVW,GRQ¶WWKLQNDQ\RQHZLOORSWLRQDOO\RSWIRUPRUHZRUN´ 









group, we have separate sessions, we get something to eat and go through how everything is 
JRLQJ7KH\OLNHWKDWVRUWRIVWXII´Offer a trip)   

















³With writing a diary, you look more over the day´ 





 ³The PDWXUHRQHV««FRQVFLHQWLRXVVWXGHQWVLWPD\PDNHWKHPWKLQN´ 









³,GRQ¶WWKLQNLWLVVRPHWKLQJWKDt should be shared with others WKDWDUHQ¶WLQYROYHG´ 
 
